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Abstract
The purpose of this qualitative case study was to assess the fidelity of implementation of the
school readiness/kindergarten preparedness program and the training being used, called the
Teaching Strategies GOLD®, through the perceptions of preschool teachers from a Head Start
program in southeastern Florida. This study addressed the crisis with the school readiness
outcomes in the state of Florida. Specifically, children are entering school underprepared for
kindergarten. The Florida Kindergarten Readiness Screener data revealed failing test scores at
the selected study site during the 2017–2018, 2018–2019, 2019–2020, 2020–2021, and 2021–
2022 school years. Implementing and measuring the efficacy of this school readiness program
was needed to ensure students are ready for kindergarten. In testing the efficacy of the school
readiness program, the researcher used the fidelity of implementation conceptual framework
using semistructured interviews. The main conclusions from this study were that (a) fidelity
factors influenced program implementation, (b) teachers’ perceptions of the intervention
provided additional information about the interactions between perceptions and fidelity, and (c)
key practices implemented by the teachers enabled teachers to meet program objectives. These
teachers’ experiences, perceptions, and recommendations from this study can have an impact on
the educational community on the micro and macro levels. However, it is important to
understand the teachers’ perceptions of the intervention being implemented to maximize
initiative effectiveness.
Keywords: school readiness, fidelity of implementation, Teaching Strategies GOLD®,
teachers’ perceptions, efficacy
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Chapter 1: Introduction
School readiness is a critical component of the academic success of students who are
preparing to enter school (Morris et al., 2018). Achievement trajectories for school readiness
(motor development, approaches to learning, language, social–emotional, literacy, and
mathematics development) are important factors in a child’s academic success in school (High,
2008). School readiness skills assessed in early learning programs and at the entry of
kindergarten predict later school success (Watts et al., 2018). However, poverty reduces early
childhood outcomes and school readiness skills (Roos et al., 2019). On average, students living
in poverty are not prepared for kindergarten compared to their more affluent counterparts
(Duncan & Magnuson, 2013). Early adversity, such as high stress levels, greater exposure to
violence, lack of parental nurturance, abuse, and neglect, impacts the student’s development and
academic performance (Blair & Raven, 2016). Advances in neuroscience reveal how these kinds
of stress levels in a child’s early life can affect the developing brain structure and functioning.
Several regions in the brain, such as the frontal lobe, temporal lobe, and hippocampus, are
associated with school readiness skills (Hanson et al., 2015). Atypical matters in the frontal and
temporal lobes of the brain revealed a 20% gap in standardized test scores for children from lowincome households, thus widening the school readiness gap (Hanson et al., 2015).
An intervention aimed at offsetting the adverse effects of poverty on children’s
development is investing in early learning programs (Pressler et al., 2016). Early learning
programs for at-risk populations promote school readiness and early school success (Ansari et
al., 2017; Ansari & Winsler, 2016; Weiland &Yoshikawa, 2013). However, these research
findings cannot be extrapolated to all prekindergarten programs because school readiness
outcomes are near zero for many programs (Barnett et al., 2018). Researchers have suggested
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providing more learning support, particularly with curriculum, assessment, and professional
development (Barnett et al., 2018). Additionally, more rigorous and regular evaluations are
needed to identify what is working and what can be done to promote higher rates of school
readiness success (Barnett et al., 2018; Lipsey et al., 2018). With teachers receiving little
guidance on how to implement school readiness programs, low program implementation will
impact the intended outcomes (Marti et al., 2018). Therefore, this qualitative case study
examined the teachers’ perceptions and fidelity concerns that impede the implementation process
of the school readiness/kindergarten preparedness programs being used, called Teaching
Strategies GOLD® (TS GOLD®). Based on the current recommendations of Bettencourt et al.
(2018), Marti et al. (2018), McClelland et al. (2019), and Rodgers et al. (2017), further research
was conducted into the perceptions of teachers who implemented this school
readiness/kindergarten preparedness programs. This determined what implementation measures
are needed to support the efficacy of TS GOLD. Chapter 1 describes the background of the
problem, the problem statement, research questions to respond to the problem, conceptual
framework, purpose of the study, and explanation of key terms.
Background of the Study
The Florida Legislature© put school readiness at the forefront when the School
Readiness Act was passed in 1999. The School Readiness Act ensured that all low-income
infants to kindergarten populations were provided with high-quality early learning education
(Office of Program Policy Analysis and Government Accountability [OPPAGA], 2002).
Additionally, the School Readiness Act created a more efficient and integrated school readiness
system to improve its efficacy and effectiveness (OPPAGA, 2004). As a part of Florida’s
Legislature continuing efforts to improve early achievement in children at risk for school failure,
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the Office of Early Learning (OEL) created a pilot program called the Early Learning
Performance Funding Project (ELPFP) during the 2014–2015 fiscal year (Rodgers et al., 2017).
The ELPFP supported school readiness programs serving disadvantaged children through
professional development services and evidence-based programs (Rodgers et al., 2017).
Preliminary findings indicated that ELPFP positively impacted these school readiness programs
(Rodgers et al., 2017). As a result, the OEL required researchers to complete a comprehensive
evaluation study of the ELPFP for 5 consecutive years. The goal was to continue to report child
outcome data to measure the success of Florida’s school readiness programs. However, the
evaluation studies revealed the challenges teachers experienced when implementing the school
readiness/kindergarten preparedness program called TS GOLD.
TS GOLD is an online, authentic assessment for children from birth through
kindergarten. The assessment assesses children’s growth and development using 38 objectives to
promote school readiness skills (Kim, 2016). With TS GOLD, teachers create individual
portfolios to collect authentic documentation on the children’s progress. TS GOLD links
teaching and assessment; therefore, teachers can use the documentation data to improve their
instructional practices, identify at-risk students, and close the learning gap. Additionally, TS
GOLD captures an accurate picture of children in that (a) multiple sources of data are collected,
(b) all developmental and learning domains are assessed, and (c) teachers observe and document
young children’s play (Kostelnik et al., 2010). Within the state of Florida, about 60% of school
readiness providers utilized TS GOLD (Rodgers et al., 2017). However, the success of
prekindergarten interventions depends on the teachers’ fidelity of implementation (FOI). FOI can
be defined as an intervention or program being implemented in the same manner it was
developed by the researcher (Harn et al., 2017).

4
Rodgers et al. (2017) identified a myriad of challenges with implementing TS GOLD
with Florida’s school readiness programs. Teachers reported issues and concerns such as “lack of
technology access or expertise, lack of time for implementation and understanding, and lack of
organizational support regarding the implementation of TS GOLD®” (Rodgers et al., 2017, p. 5).
This problem affects all school readiness providers servicing underserved communities because
these challenges can result in unreliable data, which makes it difficult to assess the efficacy of
Florida’s school readiness programs (Rodgers et al., 2017). The issue of FOI in Florida’s school
readiness programs was explored to understand better the teachers’ perceptions and fidelity
concerns with TS GOLD. This determined what implementation measures are needed to support
the efficacy of TS GOLD.
Statement of the Problem
Florida’s OEL gives autonomy to the Early Learning Coalitions to implement and
support the use of TS GOLD with their school readiness providers. As a result, teachers received
little guidance on how to implement the intervention effectively (Rodgers et al., 2017). Because
of this, the educational problem is that teachers are implementing TS GOLD with seemingly
meager fidelity. School readiness providers expressed their issues and concerns with the childbased assessment (Rodgers et al., 2017). Teachers reported issues and concerns with the childbased assessment, “citing lack of understanding from online training, the inability to complete
quality observations, the complexity of creating and inputting documentation, and the lack of
time to complete tasks involved with TS GOLD in addition to their instructional responsibilities”
(Rodgers et al., 2017, p. 153). Moreover, school readiness providers expressed that the limited
opportunities to participate in professional development hindered their performance levels when
implementing the intervention (Rodgers et al., 2017). Furthermore, a Tier 2 family child provider
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struggled with using TS GOLD; the provider reported an issue with uploading the required
documentation online and rating each child’s knowledge, skills, and behaviors (Rodgers et al.,
2017).
These recurring issues are resulting in poor school readiness outcomes, as shown by the
Florida Kindergarten Readiness Screener (FLKRS). FLKRS is a screening tool designed to
assess the readiness of each student in kindergarten within the first 30 days of the school year
required by section 1002.67(1), F.S. FLKRS is administered through Renaissance Star Early
Literacy®. Star Early Literacy is an online adaptive assessment that students complete
independently in approximately 15–20 minutes. A score of 500 or higher on the assessment
indicates that a student is ready for kindergarten. According to the Florida Department of
Education (FLDOE), the state average for school readiness was 54% during the 2017–2018
school year (Florida Department of Education [FLDOE], 2018). During the 2018–2019 and
2019–2020 school years, the state average for school readiness was 53% (FLDOE, 2019, 2020).
Moreover, the state average increased to 57% during the 2020–2021 school year.
However, the number of test-takers declined significantly during this school year from the
substandard online education because of the COVID-19 pandemic. More recently, the state
average for school readiness was 50% during the 2021–2022 school year (FLDOE, 2021). The
data revealed a significant increase in the number of test-takers this year because of Florida
schools returning to the brick-and-mortar setting. Furthermore, FLKRS data at the selected study
site revealed failing test scores during the 2017–2018, 2018–2019, 2019–2020, 2020–2021, and
2021–2022 school years. During the 2017–2018 school year, only 35.7% of students were ready
for kindergarten (FLDOE, 2018). FLKRS scores dropped during the 2018–2019 school year,
with only 31% of students ready for kindergarten (FLDOE, 2019). During the 2019–2020 school
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year, 40% of students were ready for kindergarten (FLDOE, 2020). Scores remained low the
following school year, with 49% ready for kindergarten (FLDOE, 2021). More recently, the
pandemic’s toll widened the school readiness gap at the selected study site during the 2021–2022
school year, with only 3.4% of students ready for kindergarten.
Considering these findings, it can be surmised that gaining a deeper understanding of the
processes and procedures of using TS GOLD is pivotal. There was a need to assess the fidelity of
this child-based assessment at the teachers’ level to support the efficacy of Florida’s school
readiness programs. Without rigorous implementation from teachers, the children’s preparation
and success for kindergarten will be hindered, as revealed from the FLKRS data. An ideal
solution is assessing the fidelity of TS GOLD with Florida’s school readiness programs to
provide direct feedback regarding how well program components are functioning. This study
was built upon the recommendations of Bettencourt et al. (2018), McClelland et al. (2019), Marti
et al. (2018), Lipsey et al. (2018), and Rodgers et al. (2017) to conduct further research into the
perceptions of teachers who are implementing school readiness/kindergarten preparedness
programs.
Measuring FOI and Program Effectiveness
Several findings address key implementation measurements with school-based
interventions (Marti et al., 2018; Ottmar et al., 2013; Schechter et al., 2017). Marti et al. (2018)
examined the FOI with the Getting Ready for School (GRS) intervention. Researchers
documented a range of fidelity measurements that supported the use of the GRS intervention,
such as adherence, dosage, and child engagement (Marti et al., 2018). GRS coaches measured
adherence fidelity with the GRS intervention every other week using a 4-item adherence form.
Dosage fidelity was measured through self-reported activities that the teachers completed. Child
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engagement was captured during the biweekly coaching session (Marti et al., 2018). Findings
indicated that, on average, teachers who adhered completely to the content of the GRS
intervention completed almost 80% of the activities. Children in classrooms in which teachers
adhered to the curriculum made significant gains in literacy, math, and self-regulation skills.
Marti et al.’s (2018) study supported the efficacy of using fidelity measurements with school
readiness programs to promote children’s school readiness success.
Furthermore, there are varying fidelity measurements that have an impact on student
outcomes (Ottmar et al., 2013; Schechter et al., 2017). For example, adherence effectively
facilitated student achievement, as demonstrated in Ottmar et al.’s (2013) study. The study
highlighted the importance of using the Responsive Classroom (RC) intervention, which is a
social–emotional learning intervention that focuses on responsive learning environments. Results
showed that teachers who adhered completely to the content, frequency, and duration of the RC
approach showed greater use of mathematical instructional practices than teachers in control
schools. Other researchers identified responsiveness as the key measurement to program fidelity
(Schechter et al., 2017). Responsiveness refers to the practitioners’ level of interest in the
program (Dane & Schneider, 1998). Results showed that teacher responsiveness significantly
impacted the students’ reading skills. On the other hand, the nonparticipant classrooms of less
engaged teachers did not make any improvements in their reading skills (Schechter et al., 2017).
In sum, as school districts adopt new learning interventions, it is important to identify what
implementation measures will positively impact student outcomes.
Conceptual Framework
To assess the FOI of TS GOLD, I selected the FOI framework developed by Century et
al. (2010) to examine the components that are essential for program fidelity. The researchers
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adopted Dane and Schneider’s (1998) five elements of fidelity: (a) adherence, (b) exposure, (c)
quality of delivery, (d) program specificity or program differentiation, and (e) student
responsiveness. Century et al. (2010) reconceptualized these elements and included rigorous
fidelity measurements. Additionally, Century et al. (2010) examined the works of others to adopt
the term critical component to describe fidelity implementation (Ruiz-Primo, 2006). The critical
component approach consists of two broad categories: structural critical components and
instructional critical components (Century et al., 2010). Structural critical components consist of
two subcategories: procedural and educative. Procedural acknowledges the adherence to the
intervention and educative reflects the knowledge that is needed to implement the intervention
(Century et al., 2010). Instructional critical components also consist of two subcategories:
pedagogical and student engagement. Pedagogical represents the behaviors and actions of the
teachers to engage the students. Student engagement fidelity refers to student behaviors that are
expected when interacting with the intervention (Century et al., 2010). Additional information
about how Century et al.’s (2010) FOI framework supports the efficacy of TS GOLD will be
presented in Chapter 2.
Purpose of the Study
This qualitative case study’s purpose was to assess the FOI of the school
readiness/kindergarten preparedness program and the training being used, called TS GOLD,
through the perceptions of preschool teachers from a Head Start program in southeastern Florida.
The primary goal was to improve school readiness outcomes through FOI using interviews. The
study’s results would make school district leaders aware of the professional development training
teachers need when implementing this school readiness/kindergarten preparedness program.
Further, the study addressed the existing gaps in the teachers’ practices when implementing TS
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GOLD. This will allow teachers to gain a deeper understanding of the strategies and fidelity
measurements needed to improve the children’s school readiness outcomes.
In addition, many state-funded programs are effective at promoting school readiness
because they are required to use evidence-based tools (Nguyen et al., 2019). However, teachers
are the driving force in program implementation. Therefore, understanding the teachers’
perceptions and concerns with FOI of TS GOLD will effectively facilitate student achievement
and strengthen school readiness outcomes. Additionally, gaining a deeper understanding of the
teachers’ perceptions of the FOI of TS GOLD will allow school leaders to identify systematic
issues related to poor fidelity to reform the school readiness programs.
Research Questions
RQ1. What multidimensional approach to fidelity measurement for school readiness
outcomes is being used by teachers who are implementing TS GOLD as reflected on FLKRS at
the study site?
RQ2. What key practices do teachers use when implementing TS GOLD with fidelity to
impact school readiness outcomes as reflected on FLKRS at the study site?
Definition of Key Terms
Many terms used in this study are often used in educational settings and educational
literature. The terms listed define the educational terms used throughout this study.
At-risk students. Students who academically or behaviorally perform below grade level
(Vaughn & Fletcher, 2012).
Fidelity. The degree of interventions implemented as designed and planned (Harn et al.,
2017).
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Fidelity of implementation. Implementing interventions based on suggested and
research best practices, strategies, and evidence (Keller-Margulis, 2012).
School readiness programs. Foster critical areas of learning and development to the
academic success of students who are preparing to enter school. Achievement trajectories
assessed in school readiness programs (motor development, approaches to learning, language,
social–emotional, literacy, and mathematics development) are important factors in a child’s
academic success in school (High, 2008).
Teaching Strategies GOLD®. TS GOLD® measures student development while
facilitating documentation of the children’s learning experiences (Kim, 2016). Data is intended
to reflectively evaluate strategies and activities implemented based on children’s progress.
Summary and Preview of the Next Chapter
This qualitative case study’s purpose was to assess the FOI of the school
readiness/kindergarten preparedness program and the training being used, called the TS GOLD,
through the perceptions of preschool teachers from a Head Start program in southeastern Florida.
TS GOLD is an observation-based assessment system that measures critical areas of learning and
development to promote school readiness success. With school readiness programs receiving
little guidance from the Early Learning Coalitions on how to implement the child-based
assessment, teachers struggled with the implementation of TS GOLD (Rodgers et al., 2017).
Additionally, the FLKRS data revealed that a large percentage of students were not prepared for
kindergarten. Therefore, implementing and measuring the efficacy of school readiness programs
was needed to ensure students are ready for kindergarten. In testing the efficacy of the school
readiness program, I used the FOI conceptual framework developed by Century et al. (2010).
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Chapter 2 will contain a detailed literature review that will discuss the FOI framework to
provide the context and serve to guide the development of this study. The second part of the
review will discuss relevant literature about school readiness programs. Chapter 2 will conclude
with a brief introduction to Chapter 3. Chapter 3 will explain the research design and the
methodological approach utilized to gather information, organize, and analyze the information
for the study.
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Chapter 2: Literature Review
This qualitative case study’s purpose was to assess the FOI of the school
readiness/kindergarten preparedness program and the training being used, called TS GOLD,
through the perceptions of preschool teachers from a Head Start program in southeastern Florida.
The primary goal was to improve school readiness outcomes through FOI using interviews.
Understanding FOI is critical to the success of TS GOLD in supporting children’s learning
trajectory. This review begins with a brief description of the literature strategy used to search for
the study’s topic. Next, the conceptual framework for assessing FOI with TS GOLD will be
discussed. This study was guided by the FOI framework developed by Century et al. (2010). The
selection of Century et al.’s (2010) framework was applicable for this study because it provided a
multidimensional approach to FOI and examined other critical components that set the
foundation for high-quality implementation.
Several steps were conducted to ensure key aspects of the literature regarding the
teachers’ perceptions of the fidelity of implementing TS GOLD. First, the literature on FOI was
reviewed because it yields important information about key conditions necessary for high-quality
implementation. Additionally, the review provides a historical overview of FOI research in
education. Next, to further understand the utility of FOI, findings from various research studies
that use fidelity measurements to assess school readiness programs will be analyzed.
Furthermore, a broader discourse will be provided to explain the significance of school
readiness. Information about early brain development and how it influences children’s school
readiness skills will be discussed. Additionally, school readiness will be defined and the
literature on child development will be highlighted, specifically focusing on how school
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readiness is conceptualized. Finally, a description of how the concept of school readiness
evolved at the national and local levels will be examined.
Literature Search Methods
This review is organized topically; therefore, relevant terms in dissertations, reports, and
peer-reviewed articles on each topic were used. I used the Brown Library at Abilene Christian
University, including education databases such as ERIC, JSTRO, and SAGE, to find relevant
articles. In reviewing the first topic, I identified key terms pertaining to fidelity. I searched the
following key terms: fidelity of implementation, curriculum, intervention, program
implementation, adherence, dosage, exposure, student responsiveness, program differentiation,
and quality of delivery. In reviewing the second topic, I discovered pertinent studies on school
readiness. I searched the following key terms: school readiness programs, approaches to
learning, early childhood education, early childhood interventions, school readiness skills,
disadvantaged young children, and areas of learning and development.
Conceptual Framework
Schools use evidence-based interventions to ensure the academic needs of children are
being met. However, many schools encounter issues with FOI because various terms are used to
define fidelity. These terms include implementation fidelity, program integrity, fidelity of
implementation, and treatment integrity (Carroll et al., 2007; Dane & Schneider, 1998;
Dusenbury et al., 2003; Hogue et al., 2008). As a result, evaluators have a challenging time
comparing data across studies to develop a shared understanding of FOI. Driven by this
understanding, Century et al. (2010) developed an FOI framework. The FOI framework is
derived from the Center for Elementary Mathematics and Science Education (CEMSE) at the
University of Chicago. The CEMSE project focused on reforming underperforming schools in
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the Chicago School District by developing instruments for measuring FOI with five evidencebased interventions (Century et al., 2010). The project focused on science and mathematics;
however, the FOI framework can be applied for interventions in education and other fields
because of the framework’s development and critical component identification (Century et al.,
2010).
The conceptual framework for this doctoral study was guided by the work of Century et
al. (2010) to assess the teachers’ perceptions of the FOI of TS GOLD from a Head Start program
in southeastern Florida. Before examining the FOI framework, it is imperative to discuss the
context of the framework. The framework was developed from a larger “model” of school
improvement that focused on the use of instructional materials as the key to intervention
implementation (Century et al., 2010). The model does not depict the full complexity of FOI.
However, it explains the importance of FOI in the process while utilizing intervention materials
(Century et al., 2010). For instance, if a set of instructional materials is implemented as intended,
it will result in expected student outcomes. The desired outcomes are heavily influenced by other
factors outside the materials themselves. Therefore, it is important to determine how they are
used to fidelity (Century et al., 2010).
Century et al. (2010) adopted the work of Dane and Schneider (1998) to identify
measurable aspects of fidelity within their framework. Dane and Schneider (1998) examined
studies on program intervention to understand fidelity. The researchers referred to fidelity as
program integrity. Program integrity was measured using five dimensions: adherence, exposure,
quality of delivery, participant responsiveness, and program differentiation. However, the
definitions and characteristics assigned to these dimensions were incommensurable and varied
inconsiderably. Therefore, to systematically and rigorously measure FOI within their framework,
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Century et al. (2010) reconceptualized these dimensions. Century et al. (2010) also included a
structure and process approach to the framework.
Adherence was discussed more frequently in the literature compared to the other
dimensions of FOI. Adherence overlaps with the overall definition of FOI. Dane and Schneider
(1998) stated that adherence is “the extent to which specified program components were
delivered as prescribed in program manuals” (p. 45). Other researchers used the term
interchangeably to describe adherence and other FOI dimensions (Dusenbury et al., 2003).
Consequently, Century et al. (2010) argued that adherence should not be measured as a separate
dimension because there is no consensus about the definition. Additionally, it is challenging to
compare findings across FOI studies that measured adherence separately. Therefore, Century et
al. (2010) used adherence as the driving force of FOI within their framework. FOI is defined as
“the extent to which the critical components of an intended program are present when that
program is enacted” (Century et al., 2010, p. 202).
Adherence was conceptualized by how much of the program components are prescribed.
Adherence answers questions such as “How well do you stick to the plan?”, “How well do you
adhere to the curriculum or the instruction or the intervention as intended?”, and “How well do
you stay true to an intervention and avoid the drift?” (Mellard, 2010, p. 7). In educational
settings, the level of adherence can negatively or positively impact intervention outcomes. For
example, Rimm-Kaufman et al.’s (2014) study on the RC approach revealed that teachers who
adhered completely to the content, frequency, and duration of the RC approach showed greater
use of mathematical instructional practices than teachers in control schools.
In examining adherence, it is important to note that developers include several elements
within the intervention. This is known as intervention complexity. There are three components to
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consider when assessing intervention complexity: (a) the number of components within an
intervention, (b) interactions between intervention components and its context, and (c)
intervention outcomes in which the intervention is introduced (Thomas et al., 2022). In this
doctoral study, teachers discussed their perceptions of implementing TS GOLD. TS GOLD
consists of several components such as lesson planning, daily documentation, work sampling
portfolios, formative and summative assessments, and parent communication. These components
cannot be ignored because they will hinder children’s school readiness success. Demonstrating
knowledge about program adherence plays an important role in the practices needed to achieve
student outcomes.
Exposure was vaguely defined in the study of Dane and Schneider (1998); the definition
was insufficiently clear and specific. They defined it as “an index that may include any of the
following: (a) the number of sessions implemented; (b) the length of each session; or (c) the
frequency with which program techniques were implemented” (p. 45). Therefore, Century et al.
(2010) identified exposure as the learning opportunities students receive during the intervention.
The framework also included specific elements of exposure (e.g., time spent, frequency of
sessions) but measured them as separate critical components in the structural–procedural
category.
Within the structural–procedural category, students receive learning opportunities during
the intervention. This category answers questions about the number of interventions students
receive. Examples of questions included “What was the duration of the unit?”, “How much time
was spent on the lesson?”, “Were the materials present?”, and “What type of assessment tools
did teachers utilize?” (Century et al., 2010). Research findings revealed that the amount of
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exposure delivered with the GRS intervention had a positive impact on children’s school
readiness skills (Marti et al., 2018).
Dane and Schneider (1998) defined quality of delivery as “a measure of qualitative
aspects of program delivery that are not directly related to the implementation of prescribed
content, such as implementer enthusiasm, leader preparedness, global estimates of session
effectiveness, and leader attitudes toward program” (p. 45). However, the definition and aspects
assigned to this dimension are too broad to measure. Within Century et al.’s (2010) framework,
the researchers do not consider quality as a critical component of FOI; however, it is measured as
a moderating variable in the instructional–pedagogical category.
Moderating variables in the instructional–pedagogical category reflect the way a program
is delivered. It examines the teachers’ readiness, eagerness, and interaction style in using the
program (Century et al., 2010). Quality of delivery answers questions about how the instructor
delivers the curriculum. Examples of questions included “Was the instructor’s enthusiasm
evident?”, “Was the instructor engaged in delivering the content?”, “Was the instructor making
sure that students were engaged, that students were understanding the material, and if not, doing
something to change that?”, and “Was the instruction explicit? strategic? systematic?
scaffolded?” (Mellard, 2010, p. 7). If an intervention is delivered poorly, then it may affect the
degree of fidelity. Conversely, strategies such as cooperative learning, scaffolding instruction,
and differentiation of instruction can positively impact the quality of delivery. These variables
are an effective way to demonstrate quality assurance with an intervention to achieve high levels
of fidelity.
Dane and Schneider (1998) described participant responsiveness as “a measure of
participant response to program sessions, which may include indicators such as levels of
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participation and enthusiasm” (Dane & Schneider, 1998, p. 45). This definition includes some
critical components important for program implementation, such as teacher responsiveness. In an
educational context, teachers’ responsiveness impacts the outcomes of an intervention.
Specifically, Schechter et al. (2017) found that implementation fidelity of a blended learning
program for a reading intervention was low when teachers were less engaged or lacked buy-in.
However, measuring student responsiveness is equally important because it will determine if the
intervention is implemented as intended.
Century et al. (2010) concluded that student responsiveness would be examined in the
critical component category of instructional–student engagement within their FOI framework
(see Table 1). According to Mellard (2010), student responsiveness is the most important
element of a framework. An intervention can have high adherence, the right amount of exposure,
evidence of enthusiasm, and clear program specificity; however, if the students are not engaged,
then the intervention means nothing (Mellard, 2010).
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Table 1
Basic FOI Framework
FOI of Instructional Materials (1. Adherence)
Structural Critical Components
(6. Structure)

Instructional Critical Component (6. Process)

Procedural–Educative
(2. Exposure)

Pedagogical
(3. Quality)

Categories of Program Differentiation
Student Engagement
(5. Differentiation)
(4. Responsiveness, Participation)
Note. This table demonstrates the alignment of the FOI dimensions and the framework
categories. Adapted from “A Framework for Measuring Fidelity of Implementation: A
Foundation for Shared Language and Accumulation of Knowledge,” by J. Century, M. Rudnik,
& C. Freeman, 2010, American Journal of Education, 31(2), p. 205. Copyright © 2010, SAGE
Publications.
Dane and Schneider (1998) defined differentiation as “a manipulation check that is
performed to safeguard against the diffusion (unintentional spread) of treatments, that is, to
ensure that the subjects in each experimental condition receive only planned intervention” (p.
45). Century et al. (2010) suggested that differentiation is not a dimension of fidelity but rather a
diagnostic process. The diagnostic process examines and investigates the program’s features that
make it special. Additionally, the process occurs before, during, and after the measurement of
implementation but is not part of FOI (Century et al., 2010). It is important to note that
differentiation was not included in the critical components of the framework. However,
differentiation is placed in the framework to identify which critical component is unique to other
programs.
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Century et al. (2010) also examined the works of others to adopt the term critical
component to conceptualize their framework (Ruiz-Primo, 2006). The critical components of this
framework consist of two categories: structural and process. Using this approach to fidelity,
Century et al.’s (2010) framework consist of two broad categories: structural critical component
and instructional critical component. Century et al.’s (2010) framework is aligned with the work
of Mowbray et al. (2003) and Lastica and O’Donnell (2007) to elaborate on the ideas of
“structure” and “process” by assigning them to specific subcategories (i.e., procedural, educative,
pedagogical, and student engagement; see Table 1).
The structural critical component refers to the design and organization of the
intervention, and it falls into two types: procedural and educative (Century et al., 2010). The
structural–procedural critical component focuses on the teachers’ responsibilities with
intervention materials. This includes the duration of the unit, time spent on instruction, lesson
preparation, assessment tools, and the presence of materials (Century et al., 2010). The
structural–educative critical component examines what the teachers need to know. It
acknowledges the teachers’ content background information and pedagogical background
(Century et al., 2010).
On the other hand, the instructional critical component refers to the practices that should
take place in the classroom between the teacher and students (Century et al., 2010).
Instructional–pedagogical critical component focuses on the teachers’ instructional practices and
interactions with students. This includes teacher facilitation of group work, student lead
discussions, student autonomy, students taking risks, student interests, and teacher differentiation
(Century et al., 2010). Instructional–student engagement critical component focuses on students’
participation during the intervention. The student engagement component is reflected by the
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student contribution to group work, discussions, and readiness to take a risk with instructional
content and materials (Century et al., 2010).
In conclusion, Century et al. (2010) created a framework to develop a shared
understanding of FOI. The researchers adopted the work of Dane and Schneider (1998) to
identify measurable aspects of fidelity. The measurable elements identified in the framework
were used as a guide to developing the interview questions during the data collection process. To
effectively assess the teachers’ perceptions of TS GOLD, it was important to align the interview
questions with the FOI dimensions. Additionally, the framework provides a critical analysis of
each dimension and includes a structure and process approach to fidelity. Century et al.’s (2010)
framework is feasible for this study because it offers a deeper understanding of program
implementation and explains how critical components such as structure and process are essential
to student outcomes.
Century et al.’s (2010) structural and process approach to fidelity is sufficiently clear and
specific on how the researcher can support the efficacy of TS GOLD. Century et al. (2010)
stated:
If the data show the presence of the critical component, “teacher facilitation of student
discussion” (an instructional critical component), I can look at correlations to see if there
is a relationship between that critical component and the presence of the structural critical
components that the developers associated with it (e.g., background information on
pedagogy. (p. 214)
Historical Overview of FOI in Education
FOI refers to an intervention, program, or project being implemented as intended by the
developer (Harn et al., 2017). In the educational context, FOI was not examined until the 1970s
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because researchers assumed adopters would implement interventions with high fidelity.
Adopters were “considered to be rather passive acceptors of an innovation, rather than active
modifiers of a new idea” (Rogers, 2003, p. 180). Further, Yeaton and Sechrest (1981) identified
implementation issues by analyzing a pivotal literature review on FOI. The researchers reported
that studies provided poor explanations for intervention implementation. To properly test the
efficacy of school interventions, adopters must fully understand all features of the intervention. If
features of an intervention are overlooked and not implemented as intended, then the data might
reveal that the intervention was ineffective.
Furthermore, researchers developed methods for collecting reliable data to accurately
assess the efficacy of school interventions (National Resource Council, 2004; United States
[U.S.] Department of Education, n.d., 2020). Specifically, the No Child Left Behind Act (2001)
required schools to use research-based teaching practices and utilize programs “proven” to be
effective (Slavin, 2003). Further, to avoid misrepresentation of intervention outcomes, the U.S.
Department of Education (2020) identified several practices to test the efficacy of school
interventions adequately, including:
(a) The use of random assignment at the level of the unit of analysis, (b) evidence of
assessing fidelity of implementation to the treatment, and (c) use of standardized
measurements. In addition, research designs should permit the identification and
assessment of factors affecting fidelity of implementation, including considering its
effects as a mediating or moderating variable. (p. 59)
Without properly assessing FOI, intervention outcomes will be flawed. The differences in
program outcomes are heavily influenced by using a framework or multidimensional approach
that examines critical measurements of fidelity. The selection of early childhood interventions
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that include measures of implementation will be discussed to support the efficacy of FOI in early
learning programs.
FOI With School Readiness Programs
There are several interventions aimed at supporting school readiness skills in young
children. One intervention is called Red Light, Purple Light Circle Time Game (RLPL). The
intervention includes music and movement games to support young children’s self-regulation
skills (McClelland et al., 2019). Research findings revealed that self-regulation skills improved
children’s school readiness skills (Sektnan et al., 2010). The games focus on children’s working
memory, cognitive flexibility, and inhibitory control. McClelland et al. (2019) assessed and
compared the efficacy of two versions of the RLPL. One version focused on self-regulation
skills, and the other included self-regulation, literacy, and math skills. McClelland et al. (2019)
also examined different dimensions of fidelity, including dosage, adherence, responsiveness, and
quality of delivery. Dosage with the RLPL intervention was measured in various ways. Teachers
completed attendance sheets after each session (two times a week).
Self-reporting typically involves asking participants to measure their behaviors or
attitudes (Demetriou et al., 2015). One of the advantages of self-reporting is that information can
be easily obtained. Most importantly, self-reporting can provide a more complete picture of the
intervention regarding FOI. However, collecting data through self-reporting introduces potential
bias (Demetriou et al., 2015). Teachers may not assess themselves accurately, thus hindering
intervention outcomes (Dane & Schneider, 1998). Additionally, teachers implemented the RLPL
intervention twice a week for 15–20 minutes. This amount of dosage increased the learning
opportunities in the classroom to support children’s school readiness skills. Adherence to the
RLPL intervention was captured through daily logs completed by teachers. It can be challenging
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to measure the accuracy of adherence because the details overlap with the dosage measurement
(Dusenbury et al., 2003).
Furthermore, to assess the responsiveness of RLPL intervention, participating teachers
were asked to rate the levels of participation and enthusiasm (McClelland et al., 2019).
Measuring the students’ engagement presents obstacles because students tend to demonstrate
different levels of engagement (Tan et al., 2014). Therefore, it is difficult to determine whether
the intervention is being enacted as planned (Tan et al., 2014). Moreover, to monitor the quality
of the RLPL intervention, teachers received coaching support to ensure all mechanisms were
implemented. Each session was recorded and reviewed by their assigned coach weekly. This
moderator allowed teachers to reflect on their teaching practices and receive feedback. Research
indicated that when teachers receive additional support, they tend to make significant changes in
the instruction and implementation (Webster-Stratton et al., 2011).
Other factors related to fidelity were also identified in this study. Participating teachers
attended comprehensive training to support their implementation of RLPL intervention. Century
et al. (2010) stated professional development is a contributing factor to high fidelity with
intervention programs. Program specificity was another factor identified as a key contributor to
high fidelity. McClelland et al. (2019) used block randomization to ensure that teachers who
worked in the morning and afternoon classrooms delivered the same content in each class. The
study’s results indicated that children showed greater improvement in their self-regulation skills
with both versions of the intervention. Participating teachers implemented all the intervention
sessions. In addition to that, participating teachers adhered completely to the content of the
intervention, which allowed them to implement the intervention effectively (McClelland et al.,
2019). In sum, the study supports the efficacy of implementing school readiness programs using
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fidelity measurements. Specifically, adherence, professional development training, and coaching
support played a vital role in the RLPL implementation.
Additionally, intervention fidelity is becoming common in early childhood education to
assess the efficacy of early intervention programs (Mendive et al., 2016). According to Marti et
al. (2018), intervention fidelity (IF) refers to the “degree to which intervention practices and core
components are implemented as intended; herein, the degree to which teachers implement
activities assigned by coaches and adhere to the lesson plans is discussed” (p. 56). In this study,
Marti et al. (2018) examined IF with a school readiness intervention called GRS. GRS targets
three main school readiness areas: early literacy, mathematics, and self-regulation skills. Marti et
al. (2018) examined different aspects of fidelity, including adherence, dosage, and child
engagement.
Adherence refers to the extent to which practitioners are implementing the intervention.
Aspects of adherence can include the methods and activities as prescribed in the program (Hogue
et al., 2008). Adherence fidelity with the GRS intervention was measured by GRS coaches every
other week. Marti et al. (2018) assessed the GRS activities using a 4-item adherence form rating
the degree to which:
(1) Teachers used required materials or adequate substitutes, (2) emphasized the listed
vocabulary on the lesson, (3) targeted core concepts from the GRS lesson plan, and (4)
executed the lesson in its entirety as written in the lesson plan on a Likert scale. (p. 60)
Additionally, the dosage is the amount of program delivered; indicators can include the
attendance, frequency, and duration of the content, methods, and activities of a program (Dane &
Schneider, 1998). Dosage fidelity was measured through self-reported activities completed by
the teachers. The dosage scores were gathered during the teachers’ biweekly coaching meeting

26
(Marti et al., 2018). Child engagement refers to the extent to which children are actively engaged
with the intervention. Child engagement was captured during the biweekly coaching session
(Marti et al., 2018). The literature surrounding child engagement has been captured differently
across studies. For example, Domitrovich et al. (2010) suggested that coaches should use the
following item during their monthly classroom observations: “How many children were
positively engaged and interested in the activity” (p. 294) on a scale from 1 (very few) to 4
(nearly all). Marti et al. (2018) created a measurement of child engagement by focusing on the
activities that were implemented. GRS coaches completed a 4-item form rating the following
items:
(1) Children seemed enthusiastic about starting the activity, (2) paid attention during the
activity, (3) seemed to enjoy the activity, and (4) appeared to understand the activity.
Each item was rated on a Likert scale from 1 (strongly disagree) to 5 (strongly agree).
(Marti et al., 2018, p. 61)
Findings indicated that, on average, teachers adhered completely to the content of the
intervention because they completed almost 80% of the curriculum activities. Teachers who had
more experience with GRS implemented more of the intervention activities. Consequently,
children made significant gains in literacy, math, and self-regulation skills. It is important to note
that child engagement was heavily influenced by other variables such as facilitation strategies.
Facilitation strategies included training or support provided for the teachers with the intent to
deliver all aspects of the intervention (Carroll et al., 2007; Marti et al., 2018). Teachers untrained
in the GRS intervention were less likely to implement the GRS program fully. Ransford et al.
(2009) reported that participation in training increases the level of dosage and adherence to the
intervention. The implementation of GRS intervention was found relatively high because
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teachers implemented activities with adherence. This study adds to the field of early childhood
interventions because it shows how high levels of fidelity are associated with children’s school
readiness success.
Early Experiences Matter
School readiness is a critical component to the continued academic success of children
who are preparing to enter school. Each year, about 4 million students enter kindergarten in the
United States (U.S. Department of Education, 2015). However, success in schools starts during
the first 5 years of a child’s life. Early experiences during the first 5 years of a child’s life play an
important role in brain development. Children’s brain development is supported through the
neural connections that take place every second (Hanson et al., 2015). The brain is heavily
influenced by responsive interactions and healthy learning experiences. This is considered the
“serve and return” that exists between children and their caregivers. However, children’s brains
can become fragile when the serve and return are absent or stressful (Hanson et al., 2015; Jensen
et al., 2017). Advances in neuroscience reveal how stress levels in a child’s early life can affect
the developing brain structure and functioning (Jensen et al., 2017).
In addition, socioeconomic status (SES) is a strong predictor of brain development (Brito
& Noble, 2014). Children living in poverty are exposed to high levels of stress. Stress levels of
poverty include but are not limited to the following: greater exposure to violence, lack of
parental nurturance, and family instability. On average, students living in poverty are not
prepared for kindergarten compared to their more affluent counterparts. Poverty reduces early
childhood outcomes and school readiness skills (Roos et al., 2019). Unfortunately, these kinds of
stress levels in a child’s early life can affect the brain structure and functioning. Researchers
examined the effects of poverty on brain development between infancy and 4 years of age.
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Participants from low-income households had large reductions in the frontal and parietal regions
of the brain (Hanson et al., 2015). Unfortunately, these reductions are typically associated with
executive functioning abilities (Hanson et al., 2015). Executive functioning abilities are key
predictors of academic and social competence success (Sektnan et al., 2010).
Furthermore, Hair et al. (2015) revealed that children living in high-poverty
neighborhoods would face higher rates of school failure because of the adverse effects poverty
have on the brain. Researchers examined 389 children aged 4 to 22 years old; participants had
atypical gray matters in several regions of the brain, such as the frontal lobe, temporal lobe, and
hippocampus. These areas are sensitive to the developing brain and play an important role in
children’s school readiness skills. The evidence presented confirms that grey matters in regions
of the brain and reductions in certain brain regions are profoundly seen in children living in
poverty. In sum, early brain development influences children’s learning trajectory and school
readiness success.
School Readiness
The concept of school readiness sparked political interest when children from
disadvantaged communities were entering school unprepared compared to their more affluent
counterparts. School readiness is an important factor in a child’s success in life (U.S. Department
of Health and Human Services, 2019). Key competencies for school readiness include physical,
cognitive, social and emotional, language, and mathematical development (Jenkins et al., 2018).
The National Education Goals Panel (National Education Goals Panel [NEGP], 1998) put school
readiness at the forefront when they stated, “By the year 2000, all children will start school ready
to learn” (p. 12). This section of the paper is a historical review; therefore, this is no longer a
valid prediction. Furthermore, NEGP (1998) conceptualized school readiness into three
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components: (a) children’s developmental domains of learning, (b) supportive transitions to
kindergarten, and (c) parental engagement.
Similarly, the Head Start organization developed a comprehensive framework to define
school readiness. Head Start defined school readiness as “children possessing the skills,
knowledge, and attitude necessary for success in school and for later in life” (Head Start:
ECLCK, 2022, para. 1.) Head Start has a framework for school readiness; the framework
consists of three components: (a) children’s readiness for school, (b) parents supporting
children’s readiness, and (c) schools supporting children’s school readiness skills (U.S.
Department of Health and Human Services, 2022). Moreover, the National Association for the
Education of Young Children (National Association for the Education of Young Children
[NAEYC], 2009, 2016) position on school readiness includes promoting children’s school
readiness at home, access to high-quality programs, comprehensive school readiness services for
at-risk youth, and defining critical areas of learning and development.
Historical Overview of School Readiness
The term school readiness has been defined in various ways (Graue, 2006; Kagan, 1990;
Meisels, 1999). Meisels (1999) developed four major conceptualizations of school readiness: (a)
the idealist, (b) the empiricist, (c) the social constructionist, and (d) the interactionist. The
idealist view is centered on the children’s executive functioning skills. These skills focus on the
children’s ability to pay attention, follow directions, and remember rules. In this view, Kagan
(1990) claimed that children’s readiness is heavily dependent on the child’s “level of
development is ready” (p. 272). In other words, children may need to be given more time to
reach the level of proficiency.
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The nativist conception of school readiness does not correlate with the United States’
school policies because state and level governance believe children are ready for school at the
age of five (Brown, 2010). Moreover, the empiricist view frames readiness on providing children
with a responsive learning environment that will prepare them for kindergarten. In this construct,
early learning programs are the key to ensuring children learn school readiness skills upon
entering kindergarten. Examples of the empiricist approach have been reflected in
prekindergarten programs in the United States, such as Head Start, Tulsa Preprogram, Texas
School Readiness Project, Abbott Preschool Program, and Chicago School Readiness Program
(Allen, 2011).
Turning to the social constructivist model, Meisels (1999) claimed that readiness in this
framework is heavily dependent on the child’s social context. In other words, children may be
ready in one setting but not the other. For example, Graue (2006) measured kindergarten
readiness in three different communities across the United States. Graue (2006) implied that each
community developed its meaning of readiness. Finally, the interactionist view frames readiness
as a shared connection between the school and the child (Meisels, 1999). The interactionist lens
mirrors NAEYC’s view on school readiness. NAEYC (2009, 2016) suggested that the concept of
readiness is more than children’s readiness. Early learning programs play a key role in preparing
children for kindergarten. In sum, these four conceptualizations have different perspectives on
school readiness. Additionally, it provides a useful guide to how school readiness policies are
shaped in the United States (Brown, 2010). The next portion of this review examines how school
readiness and child development received unprecedented political and local attention, which
impacted policies regarding school readiness.
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School readiness received political attention in 1964 when President Lyndon B. Johnson
recognized the detrimental impact of poverty. Children from impoverished neighborhoods were
entering school underprepared for kindergarten (U.S. Department of Health and Human Services,
2019). Harrington’s (1981) book entitled The Other America revealed the conditions of poverty,
specifically childhood poverty. Harrington’s book influenced Johnson’s aim to implement
initiatives to reduce poverty across America. President Lyndon B. Johnson enacted the Economic
Opportunity Act of 1964. The act invested in high-quality, early education through a
comprehensive child development program called Project Head Start. Project Head Start was
designed to narrow the school readiness gap between disadvantaged children and their more
affluent counterparts (Morris et al., 2018). The program supports the growth and development of
disadvantaged children through early learning, health education, and parental involvement. The
panel of experiments on the Head Start project claimed that early intervention programs could
positively impact school readiness skills, specifically cognitive development and social–
emotional development for low-income children (U.S. Department of Health and Human
Services, 2019). Bloom and Weiland (2015) stated that children who participated in Head Start
programs demonstrated strong levels of language, social–emotional, mathematics, cognitive, and
physical development by the end of the program.
Moreover, the groundbreaking outcomes of Head Start programs influenced the NEGP to
establish a continuum of high-quality services to improve education for young children. In 1991,
the NEGP set eight educational goals for the nation. The first goal, “Ready to Learn,” put early
childcare and education at the forefront. The NEGP (1998) stated, “By the year 2000, all children
in America will start school ready to learn” (p. 4). To measure progress toward this goal, NEGP
(1998) created the Ready Schools Resource Group. The Ready Schools Resource Group
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consisted of distinguished early childhood professionals from across the nation (NEGP, 1998).
The Ready Schools Resource Group identified 10 principles early learning programs must follow
to ensure children are adequately prepared for kindergarten (NEGP, 1998).
The first principle stated, “Ready schools smooth the transition between home and
school” (NEGP, 1998, p. 7). Planning for students’ transition to kindergarten promotes school
readiness success. This success is heavily influenced by the transition activities created by all
key stakeholders, such as the teacher, community, and family (Ahtola et al., 2012).
Unfortunately, children from predominantly low-income areas had difficulty transitioning to
kindergarten (Rimm-Kaufman et al., 2000). These difficulties were characterized by following
directions, lack of basic academic skills, and lack of self-sufficiency skills.
Also, a national survey of nearly 3,600 kindergarten teachers was conducted to examine
how schools in the United States supported kindergarten transition (Pianta et al., 1999). There
was a total of 23 transition activities listed on the survey; however, the study revealed schools
utilized some transition activities, but they ranged from low- to high-intensity activities (Pianta et
al., 1999). Results from the survey painted a clear picture of the transition activities schools used
to support children and families. The most commonly reported practices included (a) notifying
parents at the start of the school year, (b) holding a voluntary open house for parents, and (c)
distributing brochures to parents at the start of the school year. These activities were classified as
low intensity (Pianta et al., 1999). Unfortunately, high-intensity practices, such as phone
conferences, home visits, and visiting the child’s preschool program, were the least commonly
reported activities among teachers (Pianta et al., 1999). The NEGP (1998) suggested integrating
policies governing transition activities to strengthen the bond between preschool and elementary.
Research showed the improvements of early learning programs developing partnerships to
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address and implement effective transition policies for children and families (Cook & Coley,
2021).
The second principle stated, “Ready schools strive for continuity between early learning
programs and elementary schools” (NEGP, 1998, p. 8). Continuity refers to children moving
from one learning environment to the next. On the other hand, discontinuity can be defined as the
poor policies and procedures that exist between two environments (Love et al., 1992). As
revealed in Rimm-Kaufman et al. (2000) study, students experienced discontinuity when they
entered formal schooling. The students responded inappropriately to the new environment;
struggled with the new rules, routines, atmosphere, and approaches to learning (Rimm-Kaufman
et al., 2000).
Large-scale early learning programs have fostered continuity practices into their
programs to reduce discontinuity. Specifically, Project Developmental Continuity (PDC) made
the first attempt to create continuity policies through Head Start programs. The goal was to
establish a collaborative rapport between public schools and early learning programs. PDC
developed two models. The first model was ensuring that Head Start and public schools
functioned under two sponsorships. The second model consisted of making Head Start programs
operate in elementary schools to smooth students’ transition from prekindergarten to
kindergarten (Love et al., 1992). The findings revealed that about 60% of the Head Start
programs that participated in the study ensured students visited the school they would be
attending in the new school year (Love et al., 1992). Furthermore, kindergarten transition
practices at the state level are creating a more seamless system through aligned standards and
data sharing for prekindergarten through third grade (Fonseca, 2017). Specifically, Georgia’s
Early Learning and Developmental Standards (GELDS) are aligned with the standards from
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kindergarten through third grade. Georgia also has a Work Sampling System that follows
children from preschool to elementary school. This will help children, teachers, and families
better prepare for kindergarten (Fonseca, 2017).
The third principle stated, “Ready schools help children learn and make sense of their
complex and exciting world” (NEGP, 1998, p. 10). Ready schools provide children with a highquality education through curriculum, assessment, and differentiated instruction (NEGP, 1998).
Barnett et al. (2013) found that the curriculum supported the growth of the APPLES; the
program used a developmentally appropriate curriculum and assessment that were aligned with
New Jersey’s early learning standards. Furthermore, Yoshikawa et al. (2016) contended that
using an evidence-based curriculum in preschool programs supported the children’s school
readiness. Findings indicated that the children exhibited greater kindergarten skills in their
language, literacy, numeracy, and mathematics skills.
The fourth principle stated, “Ready schools are committed to the success of every child”
(NEGP, 1998, p. 12). Children arrive at school exposed to a wide range of school readiness
skills. Therefore, teachers must use various teaching methods to ensure every student can
succeed. For example, NEGP (1998) suggested that teachers be culturally responsive. In doing
so, teachers must learn from and relate to the children in the classroom. Rimm-Kaufman et al.
(2014) stated that students need environments conducive to learning and emotional security.
Rimm-Kaufman et al. (2014) examined the link between RC practices and the student–teacher
relationship. Teachers who utilized RC practices in their classrooms showed more sensitivity to
the children’s needs and offered more instructional support for learning.
The fifth principle stated, “Ready schools are committed to the success of every teacher
and every adult who interacts with children during the school day” (NEGP, 1998, p. 19). Schools
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must provide teachers with learning opportunities to improve their pedagogical practices.
Teachers must be offered training and opportunities to expand their education to strengthen
school readiness (Kagan & Cohen, 1997). Teachers must have a thorough understanding of child
development, early childhood trends, and early childhood implications to support the children’s
learning and development. Landry et al. (2011) showed that teachers who participated in a
variety of professional development throughout the school year improved their language and
literacy instruction. Results suggested that children had significant learning gains when teachers
received professional development for two years. Additionally, Scarparolo and Hammond (2017)
examined the impact of professional development on early childhood educators’ direct teaching
of beginning readers. Participating teachers agreed that professional development provided
practice opportunities to improve their instructional strategies (Scarparolo & Hammond, 2017).
The sixth principle stated, “Ready schools introduce or expand approaches that have been
shown to raise achievement” (NEGP, 1998, p. 21). Schools must use supportive interventions to
boost school achievement. The No Child Left Behind Act (2001) required schools to use
research-based teaching methods and utilize programs “proven” to be effective (Slavin, 2003).
Fantuzzo et al. (2011) showed that high-quality early learning programs such as Head Start are
effective at promoting school readiness because they utilize evidence-based programs for
preschool curricula such as EPIC. EPIC is a comprehensive “playful learning” curriculum that
supports children’s math, language, literacy, and behavioral skills. Researchers argued that the
curriculum was effective, and children demonstrated significant gains in language, literacy, and
math than the control curriculum (Fantuzzo et al., 2011).
The seventh principle stated, “Ready schools are learning organizations that alter
practices and programs if they do not benefit children” (NEGP, 1998, p. 25). Firstly, schools
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should avoid retaining children. Money spent on retention could be used to provide children with
early intervention. Secondly, schools must eliminate the practice of redshirting; redshirting
means keeping children who are 5 years of age at home or in preschool for another year. Byrd et
al. (1997) revealed that children who started kindergarten late showed higher rates of behavioral
problems in school. Thirdly, ready schools should not deny children school entry. For example,
school districts around the nation require children to be 5 years of age before entering
kindergarten. Lastly, schools should remove “pushing down.” This term refers to teachers
implementing the first-grade curriculum into kindergarten classrooms.
The eighth principle stated, “Ready schools serve children in communities” (NEGP,
1998, p. 26). Schools must collaborate with other stakeholders in the community to provide
school readiness services for children and families. Head Start programs illustrate the importance
of building community partnerships. Specifically, Head Start provides medical screening for
children enrolled in the program. If the medical screening is abnormal, the program provides
children and families with all the resources needed to treat the condition (U.S. Department of
Health and Human Services, 2019).
The ninth principle stated, “Ready schools take responsibility for results” (NEGP, 1998,
p. 27). Ready schools must use assessment data to inform instruction and buy rich materials to
support students’ learning. Child-based assessments play a key role in evaluating the efficacy of
school readiness programs. According to former President Obama’s 2013 State of the Union
address, states are required to “implement comprehensive data and assessment systems” to
receive federal funding (The White House, Office of the Press Secretary, 2013, p. 4). In response
to this mandate, early learning programs such as Head Start utilize a child-based assessment
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called TS GOLD (Kim, 2016). TS GOLD is an effective ongoing monitoring system that tracks
children’s school readiness skills (Kim, 2016).
The final principle stated, “Ready schools have strong leadership” (NEGP, 1998, p. 28).
Leaders must have a vision that is supportive of the success of every child. Most importantly,
strong leaders must have adequate training and experience in early childhood education. In
conclusion, NEGP (1998) Goal 1 stated, “All children in America will start school ready to
learn” (p. 10). In doing so, the NEGP (1998) put school readiness at the forefront of early
learning programs at the national and local levels. The NEGP (1998) report offered 10
approaches that have been found to strengthen children’s school readiness skills, as revealed in
this chapter’s literature review. This doctoral study focused on a school readiness program in
southeastern Florida; therefore, it is important to discuss the progression of school readiness
programs in Florida.
Historical Overview of Florida’s School Readiness and Early Care Education
In 1991, the Florida Legislature developed eight education goals for the educational
improvement and accountability act (OPPAGA, 1999). Florida put school readiness at the
forefront by making “Readiness to Start School” the first goal. Section 229.591(3), F.S.,
“establishes the school readiness goals and requires communities and schools to collaborate to
prepare children and families for the children’s success in school” (OPPAGA, 1999, p. 1).
School readiness services were implemented at the federal, state, and local levels. The Head Start
program, the state Department of Education (DOE), and the Department of Children and
Families (DCF) were responsible for delivering school readiness programs (OPPAGA, 1999).
Head Start is known as the most federally sponsored early childhood education program
in America (Bloom & Weiland, 2015). The program offers a wide range of services to enhance
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children’s school readiness skills. Within the state of Florida, the Head Start programs provided
school readiness services through 61 local grantees (OPPAGA, 1999). Further, the DOE
administered and funded a variety of programs through 67 school districts. The program included
early intervention programs, a prekindergarten program for children with disabilities, Florida
First Start, and Migrant Prekindergarten (OPPAGA, 2002). In accordance with section
230.23005, F.S., these programs were designed to prepare children from disadvantaged
communities for the academic and social demands of kindergarten (OPPAGA, 1999). Moreover,
DCF administered a subsidized childcare program for Florida’s at-risk population. The
subsidized program established under section 402.3015, F.S., was to “provide quality childcare
to enhance language, cognitive, motor, social, and self-help skills of children who are at risk of
abuse and neglect and children of low-income families” (OPPAGA, 1999, p. 2).
The responsibility to deliver these school readiness programs was divided at the federal,
state, and local levels (OPPAGA, 1999). However, these programs were established at different
times to meet the needs of families and children from disadvantaged communities. Consequently,
inefficiencies were identified within these school readiness systems, thus making it challenging
to assess the efficacy of school readiness programs (OPPAGA, 1999). For example, DCF
program requirements for subsidized childcare programs allowed parents to choose any legal
childcare providers. Subsidized childcare providers included “state-licensed for-profit and
nonprofit childcare centers, exempt nonprofit providers, licensed and registered family day care
homes, and informal providers such as a relative or a neighborhood acquaintance” (OPPAGA,
1999, p. 3). It was difficult to develop a system that monitored program outcomes for students
enrolled in subsidized childcare programs (OPPAGA, 1999). Research has demonstrated that
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assessing and monitoring students’ progress will build effective policies and practices that will
strengthen school readiness outcomes (Fuchs & Fuchs, 2003).
Secondly, the teachers’ qualifications varied within these school readiness systems. The
DOE staff credentials required one teacher with a child development associate (CDA) credential
per 20 children, 30-hour training for childcare personnel, and a 30-hour training course for home
care providers (OPPAGA, 1999). School-based sites were more stringent; the lead teacher had to
be certified through the DOE or have a CDA. Additionally, teacher assistants were required to
complete a 30-hour training course (OPPAGA, 1999). There is a strong relationship between
teacher qualification and the quality of early learning programs. Early childhood teachers with
tertiary-level specialized early childhood education (ECE) implemented developmentally
appropriate practices that had a significant impact on children’s learning and development
(Manning et al., 2017).
Moreover, the school readiness systems lacked accountability because the state did not
have a reliable tool in place to determine the impact of school readiness programs. However, the
first instrument was developed during the 1996–1997 academic school year. The DOE developed
an “Expectations for School Readiness Checklist.” Teachers were required to observe
kindergarten students to assess their school readiness skills (OPPAGA, 1999). The DOE allowed
school districts to select a commercial development instrument, Florida expectation checklist, or
locally developed instrument. The use of multiple assessments made it difficult to measure
school readiness outcomes (OPPAGA, 1999).
Furthermore, program eligibility among these systems influenced school readiness
outcomes negatively. The eligibility requirements for these programs were characterized by the
family’s financial status (OPPAGA, 1999). There was a high risk of children being disqualified
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from subsidized childcare because of the parent’s loss of eligibility (OPPAGA, 1999).
Unfortunately, this created discontinuity of care for the vulnerable youth, thus hindering their
school readiness development. Eligibility requirements at school-based sites limited the number
of transitions because these sites “provided services throughout the school year; therefore, any
change in the parents’ income did affect the child’s eligibility” (OPPAGA, 1999, p. 5). This
allowed students to become consistently engaged in the learning experiences.
Additionally, the existing school readiness structure required parents to submit separate
documents for each program. To eliminate the issue of redundancy, “stakeholders felt that this
problem could be most effectively addressed at the state level through the development of
standard information system operating requirements for each early childhood program”
(OPPAGA, 1999, p. 5). In sum, the structure of the school readiness systems lacked sufficient
accountability for numerous reasons (OPPAGA, 1999). Therefore, changes to the governance
structures of these programs were needed to ensure students received the best school readiness
services.
Florida Legislative Changes to School Readiness Programs
The Florida Legislature created the School Readiness Act in 1999 as part of their
continuing effort to improve early achievement in children for at-risk school failure. The School
Readiness Act ensures that all at-risk infant to kindergarten populations is provided with a highquality education through early learning programs (OPPAGA, 2002). The authorization of the
School Readiness Act provided the state with a seamless school readiness system to achieve the
“Readiness to Start School” goal outlined in the Education Improvement and Accountability Act
(OPPAGA, 2002). The legislature established three major components to monitor the success of
the School Readiness Act. The three components included (a) school readiness partnership, (b)
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school readiness coalitions, and (c) estimating conference. According to section 411.01, F.S., the
responsibilities for the partnership included:
(1) Providing final approval and periodic review of local coalitions and their program
plans, (2) establishing a uniform kindergarten screening instrument to be implemented by
the DOE and administered by local school districts, (3) providing technical assistance to
local school readiness coalitions and assessing gaps in services, (4) adopting a system for
measuring school readiness of children receiving program services and collecting
statewide school readiness data, (5) developing performance measures and standards for
the program for use in performance-based budgeting, and (6) adopting rules necessary to
administer the program. (OPPAGA, 2004, p. 1)
Additionally, the local school readiness coalitions were responsible for developing and
implementing school readiness services at the county or multicounty level. These plans had to be
approved by the partnership before the implementation. The last component is the school
readiness program estimating conference. The purpose of the estimating conference was to
gather the number of children eligible for school readiness programs (OPPAGA, 2004).
Furthermore, to increase accountability with the School Readiness Act, the partnership
developed nine elements:
(1) Establish local readiness coalitions; (2) implement a sliding fee scale for all program
providers, including school-based programs; (3) develop and adopt performance
standards and outcomes for the program; (4) adopt an assessment system for the school
readiness program, which should include objective data, a uniform screening for students
entering kindergarten, and a longitudinal evaluation; (5) development and approval of
coalition plans; (6) centralize program funding and services under the authority of
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coalitions; (7) establish a single point of entry and a unified waiting list for readiness
programs; (8) implementation of the assessment system, in particular, the uniform
screening for kindergarten students; and (9) adopt rules necessary to administer and
implement the program. (OPPAGA, 2004, p. 1)
Florida School Readiness Program Implementation
After two and a half years of implementing the School Readiness Act, OPPAGA (2002)
reported that five of the program elements were not fully implemented. First, coalitions were
required to submit plans for approval, but five coalitions were not fully approved. Without
approval from the partnership, funds were not disbursed. Unfortunately, some children’s learning
and development were hindered because they had to wait for funding to become available.
Second, the partnership used a contracting process to fund the coalition school readiness
program. However, after December 1, 2001, “only 39 of the 57 coalitions signed a contract with
the partnership for all readiness program funding and services. Without centralized funding,
coalitions are unable to control the program” (OPPAGA, 2002, p. 6). Currently, the partnership
has a local system organized with 30 learning coalitions. The coalitions are responsible for
submitting plans to the OEL. The plans must explain how they intend to implement school
readiness and voluntary prekindergarten (VPK) programs (Office of Early Learning, 2017).
Third, before the authorization of the School Readiness Action, a single point of entry was not
established (OPPAGA, 2002). As a result, parents received inconsistent information about school
readiness programs and submitted unnecessary documents. Some coalitions implemented their
systems; however, until the partnership developed a unified system, program effectiveness could
not be determined. Fourth, the absence of the school readiness screening assessment hindered
program implementation because there was no way to determine if school readiness programs
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had an impact on the children’s skills. Fifth, the partnership failed to develop a set of program
rules, and as a result, the School Readiness Act could not be fully implemented. In sum, these
barriers significantly delayed the program’s implementation for the first two and a half years;
however, OPPAGA (2004) indicated that school readiness programs were making progress, but
only two key elements hindered the full implementation.
According to the OPPAGA (2004) report, school readiness programs failed to implement
an assessment system to measure children’s school readiness skills. The 2001 legislature
required the DOE to take responsibility for implementing a uniformed kindergarten screening.
Consequently, the DOE conducted a pilot screening assessment during the 2000–2001 fiscal
year. The assessment system was fully implemented during the 2002–2003 academic school year
(OPPAGA, 2004). Therefore, the partnership could not provide accountability data before 2002.
The DOE selected three instruments to use for the kindergarten screening assessment.
They included the (a) Early Screening Inventory–Kindergarten, (b) the Ready for School
Behavioral Screener, and (c) the Work Sample System. The Early Screening Inventory–
Kindergarten is administered to all school districts. The assessment measured critical areas of
learning and development, such as physical development, cognitive development, language
development, and mathematical development (OPPAGA, 2004). Moreover, 16 school districts
utilized the Ready for School Behavioral Screener. The instrument assessed the children’s ability
to follow classroom rules, remain on task, exercise self-control, and frustration tolerance
(OPPAGA, 2004). Additionally, 51 school districts utilized the Work Sample System. The
instrument assessed critical areas of learning and development, including social–emotional
development, verbal expression, numeracy, the arts, and motor skills (OPPAGA, 2004).
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The partnership encountered many issues with the new assessment system; therefore, it
was challenging to assess the efficacy of the school readiness programs. The data for the school
readiness outcomes did not include collective data of all of Florida’s school readiness population
(OPPAGA, 2004). There were also issues with the score sheets used for the screening
instrument. The initial evaluation results had to be validated before any data was released to the
partnership. The partnership failed to develop a research design for assessing school readiness
results (OPPAGA, 2004). The assessment system did not provide the partnership with accurate
information regarding school readiness performance standards (OPPAGA, 2004).
Consequently, the partnership adopted six areas of learning and development, including
physical health, approaches to learning, social and emotional development, language and
communication, cognitive development and general knowledge, and motor development.
Nevertheless, these areas were not sufficiently assessed by the screening instruments (OPPAGA,
2004). The last barrier that hindered the program’s full implementation was the adoption of rules
needed to administer the program. According to OPPAGA (2004), the partnership has fulfilled
some of its obligations as it relates to rules. However, the readiness coalitions insisted that the
partnership needed to refine program definitions, goals, eligibility determination, and waiting list
procedures. The coalitions relied on previous program requirements adopted from the DCF
subsidized childcare program to determine program eligibility (OPPAGA, 2004).
In conclusion, as a former early childhood master teacher specialist in the state of Florida,
there were major improvements in the school readiness programs. For school readiness programs
to succeed, the legislature improved its collaboration and partnerships with other programs
within the state. Additionally, the Florida Legislature made progress toward measuring
kindergarten readiness. Currently, the DOE requires school districts to administer one instrument

45
to measure school readiness; the instrument is known as the Florida Kindergarten Readiness
Screener (FLKRS). FLKRS is a screening tool used to assess the readiness of each student in
kindergarten as required by section 1002.67(1), F.S. The tool must be administered within the
first 30 days of each school year. The FLDOE selected the Star Early Literacy assessment to be
used as the screening instrument. Starfall consists of 27 items that assess early language and
number skills. The utilization of one instrument allows the partnership to measure the impact of
Florida’s school readiness programs.
The Success of School Readiness Programs in Florida
Conger et al. (2019) supported the efficacy of school readiness programs in Florida. The
researchers investigated the impacts of Florida’s state prekindergarten programs in Miami-Dade
County Public Schools. Higher rates of promotion to first grade were identified in children who
attended the prekindergarten program. Grade promotion is an important outcome in the early
years of schooling because there are many adverse effects of retention. First and foremost, being
retained is associated with poor educational attainment. Conger et al.’s (2019) findings were
consistent with Lipsey et al.’s (2018) study of the Tennessee Voluntary Pre–K program that
found lower retention in kindergarten. Additionally, Conger et al. (2019) implied that there was
greater school stability between kindergarten and first grade compared to their peers who did not
attend the prekindergarten program. School stability is another vital outcome in the early years of
schooling because frequent school changes are characterized by lower student achievement in
reading and math (Conger et al., 2019). Finally, researchers indicated pre–k enrollment had a
positive impact on English Language Learners (ELL). These students had a 46% likelihood of
exiting ELL by first grade. This is important because the exit from ELL services means better
English acquisition and academic success in school (Conger et al., 2019).

46
Furthermore, Ansari and Winsler (2016) investigated the outcomes associated with three
types of publicly funded preschools: public school-based prekindergarten, center-based, and
family childcare for low-income and ethnically diverse children. Findings indicated that children
who attended publicly funded preschool programs had moderate to larger impacts on children’s
school readiness skills compared to the other prekindergarten programs (Ansari & Winsler,
2016). The researchers reported that all prekindergarten programs were a flexible resource for
low-income families. However, the public prekindergarten program demonstrated success
because of high-quality early learning standards. Barnett et al. (2018) revealed that teachers’
qualifications and education are important elements of high-quality prekindergarten programs.
All publicly funded prekindergarten programs employed teachers who had advanced degrees or
specialized training in prekindergarten (Ansari & Winsler, 2016; Barnett et al., 2018).
Moreover, Ansari et al.’s (2017) study examined the benefits of public prekindergarten
programs for low-income children and families. As a recommendation, policymakers should
consider revising early childhood education systems by implementing high-quality universal
standards. This will ensure all prekindergarten programs identify important elements of highquality education such as teacher qualifications, curriculum, teacher–child classroom
interactions, teacher engagement, and parental involvement. In closing, these results imply that
early learning programs fostered and promoted children’s school readiness skills.
Chapter Summary
This qualitative case study’s purpose was to assess the FOI of the school
readiness/kindergarten preparedness program and the training being used, called TS GOLD,
through the perceptions of preschool teachers from a Head Start program in southeastern Florida.
Understanding the core elements of FOI is essential to effectively facilitate the monitoring of this
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school readiness/kindergarten preparedness program. To avoid failure with program
implementation, it is important to address the main elements: adherence, exposure, quality,
responsiveness, program differentiation, structure, and process. These elements are derived from
the FOI framework developed by Century et al. (2010). Century et al. (2010) provided a critical
analysis of each dimension and included other measures to improve the FOI on school
interventions.
Moreover, school readiness is an important factor in a child’s academic success in school.
Ensuring that children are adequately prepared for kindergarten help place children on a positive
academic and life trajectory. Failure to do so could lead to a decline in academic performance in
the subsequent years. The domains of school readiness are broken down into six categories:
social–emotional, cognitive, literacy, motor, language, and mathematical development. It is with
the development of these skills that children can have a successful transition into kindergarten
and beyond (Jenkins et al., 2018). Hence why efficiency in school readiness programs is
imperative. Evidence from the short-term and long-term school readiness programs suggests that
early learning programs improved children’s school readiness skills when using measurements of
fidelity. The literature review provided a historical overview of school readiness and early
learning programs at the national and local levels. It is important to examine the development of
school readiness programs in America as the efficiency of these programs produces better
outcomes for children.
Chapter 3 will discuss the research methodology chosen for this study. The chapter will
begin by highlighting the study’s research questions, research methodology, and research design.
Additionally, the population and sample selection procedures will be clearly articulated. The
instruments used for the data collection and analysis process pertaining to the FOI of TS GOLD
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will be discussed. I will also explain the reliability, trustworthiness, ethical considerations,
limitations, and delimitations, followed by a closing summary.
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Chapter 3: Research Method
This qualitative case study’s purpose was to assess the FOI of the school
readiness/kindergarten preparedness program and the training being used, called TS GOLD,
through the perceptions of preschool teachers from a Head Start program in southeastern Florida.
By investigating the teachers’ perceptions regarding the FOI of TS GOLD, the key objective was
to promote young children’s school readiness success. Without rigorous implementation from
teachers, the children’s preparation and success for kindergarten will be hindered, as revealed
from the 2017–2018, 2018–2019, 2019–2020, 2020–2021, and 2021–2022 FLKRS data.
The following research questions were used to assess the perceptions of this school
readiness program:
RQ1. What multidimensional approach to fidelity measurement for school readiness
outcomes is being used by teachers who are implementing TS GOLD as reflected on FLKRS at
the study site?
RQ2. What key practices do teachers use when implementing TS GOLD with fidelity to
impact school readiness outcomes as reflected on FLKRS at the study site?
Chapter 3 will discuss the qualitative methodology I used for this study. Additionally, the
population, setting, and sample will be clearly articulated. To determine how teachers perceive
the FOI of TS GOLD, I used interviews. Interviews provided a deeper understanding of the FOI
of TS GOLD and how it impacted children’s school readiness skills. Additionally, I present data
analysis methods, trustworthiness, reliability, the researcher’s role, ethical considerations,
assumptions, limitations, and delimitations. The chapter will conclude with a summary.
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Research Design and Method
Qualitative research seeks to understand the complexity of a social issue (Levitt et al.,
2017). Qualitative research is inductive in nature; it interprets a social problem through the
individuals or groups ascribed to the problem (Creswell, 2014). The inductive approach allows
researchers to develop ideas and make meaning from the patterns that emerge from the data. It
comprises the following methods such as open-ended interviews, participant observations,
semistructured interviews, purposive sampling, focus groups, and case studies (Gopaldas, 2016).
Qualitative research is explanatory because it addresses questions of “what, how, or why”
to gain an understanding of a social phenomenon (Yin, 2014). It is considered social science
research because it focuses on people’s experiences and perceptions in natural settings (Mohajan,
2018). This type of research allowed me to observe the world in its natural setting. In a natural
setting, I provided detailed and in-depth information about the teachers’ perceptions regarding
the FOI of TS GOLD. Additionally, qualitative research works with nonnumerical data while
examining social interactions, systems, and processes of a social issue (Chesebro & Borisoff,
2007). Utilizing nonnumerical data provided factual and descriptive information about the
teachers’ perceptions of the FOI of TS GOLD
A qualitative approach was the best selection to foster a better understanding of the
teachers’ perceptions of implementing this school readiness program. Recent research studies on
school readiness programs used a quantitative approach to assess their effectiveness (Conger et
al., 2019; Lipsey et al., 2018; Marti et al., 2018). In these studies, the data revealed numerical
descriptions as opposed to in-depth information about the participants’ experiences in the school
readiness programs. A quantitative approach will not afford the opportunity to engage with the
participants to gain an in-depth study of the teachers’ perceptions of the FOI of TS GOLD.
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Further, qualitative research is effective for program implementation because methods utilized in
the data collection, such as observations, interviews, and opened-ended questions, create a better
understanding of the participants’ behavior, experiences, and perceptions (Patton, 2014).
A case study approach was used in this study to position the focus on the participants’
perceptions as it relates to the FOI of TS GOLD. According to Yin (2015), case studies allow the
researcher to be actively involved in the context. Case studies are the most commonly used
qualitative research method (Yazan, 2015). However, it remains one of the most challenging
approaches to utilize (Yin, 2015). One of the caveats of conducting a case study relates to the
credibility of the researcher’s procedures. Additionally, there is high involvement in the targeted
population’s context. Therefore, researchers can lose their perspective of the study. Secondly,
case studies are exploratory; therefore, it is sometimes perceived as not a serious inquiry (Yin,
2015. Further, when using a case study approach, it is challenging to replicate the study.
However, Yin (2018) provided a useful framework to address important features in a case study.
The first step in determining if this methodological path was suitable for my research
study, I clearly defined the research questions to develop a central assertion to give the study a
clear focus and purpose. To formulate the research questions, I ensured each question focused on
the “how,” “what,” or “why” of a social issue as opposed to historical events (Yin, 2014).
Furthermore, after developing the research questions, I reviewed the literature to
determine whether this approach had been utilized to assess school readiness programs. Douglass
et al. (2019) used a rigorous, qualitative case study design to examine a program evaluation that
focused on parent leadership as the key to school readiness success. Douglass et al. (2019) used
different data sources such as focus groups, individual interviews, and observations to add
validity to the study. The data was analyzed through qualitative coding procedures, and 11
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themes emerged from the analysis. Douglass et al.’s (2019) research results demonstrated that
the case study approach produced rich data and identified interactive strategies to bridge the gap
between parent leadership and school readiness. This study strengthened my choice of using a
case study approach to assess the efficacy of TS GOLD.
Moreover, researchers need to consider “defining the case and bounding the case” (Yin,
2018, p. 30) of a study before determining the data collection and analysis process. Defining the
case is defined by a person, place, organization, community, or program. Bounding the case
becomes important when the researcher includes specific elements or objectives of the case, such
as time, space, location, or activity (Yin, 2018). Furthermore, there are many ways researchers
can carry out a case study; they include intrinsic, instrumental, and collective (Stake, 2005). An
intrinsic case study focuses on the uniqueness of the case to distinguish it from all others. An
instrumental case study provides a general understanding of the case; the researcher illustrates
issues that are overlooked in a typical case. A collective case study refers to multiple case studies
to understand a social issue (Stake, 2005). In this study, the case study falls into the instrumental
type. The instrumental case study served a larger purpose, which was to assess the fidelity of TS
GOLD at the teachers’ level to support the efficacy of Florida’s school readiness programs to
make recommendations of TS GOLD to refine effective professional development training for
teachers when implementing this school readiness/kindergarten preparedness program.
Research Paradigms
Social phenomena can be approached in many ways, such as positivism, postpositivism,
pragmatic, and interpretivism. Approaches to social reality involve more than sampling
procedures, data collection, and data analysis. These approaches are based on opinions about
reality. Specifically, a researcher has assumptions about reality and studies if the reality exists as
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“a singular, verifiable reality and truth [or] …. socially constructed multiple realities” (Patton,
2014, p. 134). This study used the interpretivism paradigm to understand better and explore the
teachers’ perceptions of TS GOLD. Interpretivism is predominantly a qualitative research
paradigm that cannot be predetermined by probabilistic models (Kankam, 2019). Researchers
who apply interpretivism to their study value human experiences equally to the discovery of
events and activities (Humphrey, 2013). Interpretivism is used in phenomenology, ethnography,
and grounded studies to look for deeper meaning from observations and interviews (Humphrey,
2013).
Population
This study’s setting was a Head Start program in southeastern Florida. The location of the
school has not been disclosed to preserve confidentiality better. Details pertaining to the district’s
ethnicity count and SES will not be provided because of the likelihood that the school’s identity
can be retroactively ascertained through descriptive statistics. Furthermore, the district offers a
variety of school readiness programs for children from birth to 5 years of age. Specifically, the
Head Start/Early Intervention Department administers the district’s Head Start programs. The
program supports the growth and development of disadvantaged children through early learning,
health education, and parental involvement (Bloom & Weiland, 2015). One of the district’s
school readiness programs was chosen for this study because the FLKRS data revealed failing
test scores during the 2017–2018 school year; only 35.7% of students were ready for
kindergarten (FLDOE, 2018). FLKRS scores dropped during the 2018–2019 school year, with
only 31% of students ready for kindergarten (FLDOE, 2019). During the 2019–2020 school year,
40% of students were ready for kindergarten (FLDOE, 2020). Scores remained low the following
school year, with 49% ready for kindergarten (FLDOE, 2021). More recently, the pandemic toll
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widened the school readiness gap at the selected study site during the 2021–2022 school year,
with only 3.4% of students ready for kindergarten.
Study Sample
There were 10–12 participants recruited who have some experience implementing TS
GOLD. Additionally, as revealed in the FLKRS data, 3.4% of students were ready for
kindergarten at the study site during the 2021–2022 academic school year (FLDOE, 2022).
These results indicated that most of the school readiness population struggled with school
readiness skills. The 10–12 participants were chosen because they had varied years of experience
in the field of early education. This added validity to the study because the sample size reflected
the perspectives of teachers with different backgrounds and opinions concerning the FOI of TS
GOLD. This research used a case study approach; therefore, it was important to keep the sample
size small because case studies are bounded by small numbers of cases (Yin, 2018).
Moreover, upon completing the Abilene Christian University’s Institutional Review
Board (IRB) application submission, I waited to receive approval from the university’s IRB.
Next, I used the possible list of participants and requested the participants’ permission to
participate in the study. The initial solicitation began by notifying the potential participants in a
confidential email. The email contained the informed consent form (see Appendix A). The form
included the participant’s role in the study, benefits, and purpose of the doctoral study. The
participants were asked to respond to the informed consent form within 10 days. After receiving
the participants’ responses, I established a research–participant relationship to start the data
collection.
The participants were selected using a purposive sample to obtain rich information about
the area of interest (Gentles et al., 2015). A purposive sample is a nonprobability sample that
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involves selecting participants based on the objective the researcher has in mind (Wrench et al.,
2015). Additionally, there are numerous purposive sampling designs; these include criterion-i,
criterion-e, typical case, and homogeneity (Palinkas et al., 2015). Criterion-i involves selecting
participants who meet predetermined criteria. Criterion-e identifies and selects cases that are
unique or diverse from the area of interest. The typical case identifies the selection of cases that
highlight common patterns. The selection of homogeneity is to describe a group to reduce
variances. Specifically, certain tests are conducted to determine if the variances of two
populations are equal. If the variances are not homogeneous, they are said to be heterogeneous
(Palinkas et al., 2015).
For this doctoral study, I utilized the criterion-i strategy because it involves selecting
cases that meet some predetermined criteria of importance (Wrench et al., 2015). The
predetermined criteria for selecting participants for this study were (a) utilization of TS GOLD,
(b) employment as a teacher at the selected study site, and (c) more than half the kindergarten
student population at the selected school were not ready for kindergarten for 5 consecutive
school years. Criterion-i was the most appropriate strategy to use because it helped me gain a
deeper understanding of the case study (Wrench et al., 2015). Additionally, this strategy allowed
me to focus on the teachers’ fidelity concerns with TS GOLD more efficiently.
Materials and Instruments
Research instruments are tools used to collect, measure, and analyze data (Creswell,
2012). The study’s methodology determined the instrument used for this study. I utilized
interview protocols and field notes for this doctoral study. Interviews provide researchers with
subjective and less thoughtful responses (Wrench et al., 2015). Therefore, I used the interview
protocol refinement (IPR) framework (see Appendix B). The framework strengthened the
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trustworthiness of the study and added value to the data obtained from the interview questions
(Castillo-Montoya, 2016). The framework consists of four components: (a) interview alignment,
(b) inquiry-based conversation, (c) feedback, and (d) piloting testing. I did not utilize pilot
testing because my study was bounded by a small number of participants. I recruited 10–12
participants from the study site; therefore, it was not necessary to move forward with the last
component of the IPR framework.
The first phase of the framework addressed the alignment of the interview questions and
research questions. Therefore, I created a matrix to concentrate on the problem with clarity to
elicit information relevant to the research questions. Each element within the matrix helped
teachers discuss their experiences with utilizing TS GOLD (see Appendix C). Additionally, this
allowed me to adjust the research questions, thus strengthening the quality of the interview data
(Castillo-Montoya, 2016). The second phase focused on asking questions to obtain specific
information (see Appendix D). The third phase entailed receiving feedback on the interview
protocol (see Appendix E). The purpose of conducting a close reading of the interview protocol
was to increase the trustworthiness of the interview data (Castillo-Montoya, 2016). For this
study, a colleague conducted a close reading of the interview protocol to ensure the questions
were clear, short, and free of academic language (Castillo-Montoya, 2016). The colleague has
over 7 years of experience in the field of early childhood education. Information regarding the
background of the problem of the study, including the problem statement, in conjunction with the
interview protocol, was sent to the colleague to guide the revisions of my interview questions.
After conducting the close reading, no revisions were made to the interview questions.
Additionally, field notes were taken throughout the interview to produce meaning and
understanding of the teachers’ FOI to TS GOLD (see Appendix F). The field notes consisted of
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methodological notes and descriptive notes (Bernard, 2006). The notes included observations of
the setting, circumstances of the interview, previous contact with the participants, my feelings
about the participants, including reactions to what the participants stated, significant informal
conversations, and significant observations about nonverbal aspects (Bernard, 2006).
Furthermore, two reflective practices were used to guide my findings from the field notes. These
practices included research setting access and examining the culture and norms. Each of these
practices was guided by purposeful reflection questions to improve the quality of the field notes
and enhance the values and utility of qualitative data (Deggs & Hernandez, 2018).
Data Collection and Analysis Procedures
This doctoral study utilized semistructured interviews, open-ended questions, and field
notes to assess the teachers’ perceptions of the FOI of TS GOLD. Yin (2015) stated that data
collected through interviews provides the researcher with rich and in-depth information
regarding the issue being studied. Interviews in qualitative research include semistructured
interviews and in-depth interviews. With semistructured interviews, I explored areas for further
investigation. This type of interview involved soliciting information using open-ended questions
to understand the participants’ points of view on the issue being examined (Queirós et al., 2017).
During the semistructured interview, I used probing techniques to obtain additional information
that was useful for the study. Furthermore, interviews are designed to get the participants to
discuss the topic freely. Littleton and Mercer (2013) referred to this as the “unfolding” process,
where the participants express themselves naturally. Conducting interviews allows researchers to
pursue in-depth information about the problem being studied (Wrench et al., 2015).
I conducted one-on-one interviews with 10–12 teacher participants. The 10–12
participants had some experience implementing TS GOLD. Additionally, as revealed in the
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FLKRS data, only 3.4% of students were ready for kindergarten at the study site during the
2021–2022 academic school year (FLDOE, 2022). I also conducted one interview with each
teacher participant. Conducting more than one interview increased the validity of the information
being studied (Yin, 2014). The duration of each interview was between 20–35 minutes to ensure
each participant had enough time to respond to the interview questions. Interviews were
conducted via Zoom to protect participants from COVID-19.
Moreover, the interview questions were aligned with my research questions (see
Appendix C). The alignment allowed me to focus on the purpose of the study, improve the
quality of the interview questions, and strengthen the validity of the data. In addition to that, I
received feedback on the questions before conducting the interviews. The close reading helped
improve the structure, style, and comprehension of each question (see Appendix E). I asked 10
open-ended interview questions and recorded the participants’ responses. The interviews were
recorded via Zoom to ensure that I did not miss important information. All responses were kept
confidential; the interview responses were only shared with the faculty member, Dr. Matthew
Basham. Dr. Basham was responsible for the supervision and assurance of compliance for this
project. The interview data were transcribed into a Word file document so I could code and
analyze the data. Each participant was contacted in a confidential email to conduct member
checking. Member checking refers to participants reviewing the interview draft and checking
their edits (Yin, 2014). This allowed me to correct any misunderstanding for accuracy to increase
the trustworthiness of the data.
Field notes were written immediately after each interview. There are four types of field
notes: jottings, a diary, a log, and field notes proper. For this study, I utilized field notes proper,
which consisted of methodological notes and descriptive notes (Bernard, 2006). The notes
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included observations of the setting, circumstances of the interview, previous contact with the
participants, my feelings about the participants, including reactions to what the participants
stated, significant informal conversations, and significant observations about nonverbal aspects
(Bernard, 2006). In addition to that, I utilized two reflective practices to guide my findings from
the field notes. These practices included research setting access and examining the culture and
norms. Table 2 provides a detailed proposed timeline of data collection.
Table 2
Data Collection Timeline
Data collection

Timeline

Institutional review board approval

2 months

Collection of data

3 months

Data preparation, cleaning, and analyses

2 months

Write up and report all the findings

2 months

Data analysis is an important element of any research study because it provides insights
and interpretations of the data (Creswell, 2014). The data analysis findings for this study were
extracted from interviews and field notes. It involved organizing, transcribing, and validating
findings from the data sources (Creswell, 2012). Qualitative analysis began by using a deductive
approach to coding. Deductive coding can be defined as a predefined list of codes created before
coding data (Creswell, 2014). I created the following codes based on my research questions: (a)
school readiness, (b) fidelity measurement, and (c) key practices. This allowed me to look for
anything that was an answer to those codes or that explored the research questions more deeply
(see Table 3).
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Table 3
Initial Codes From the Research Question
Research questions

Initial codes

What multidimensional approach to
fidelity measurement for school readiness
outcomes are being used by teachers who
are implementing TS GOLD as reflected
on FLKRS at the study site?

School readiness

What key practices do teachers use when
implementing TS GOLD with fidelity to
impact school readiness outcomes as
reflected on FLKRS at the study site?

Key practices

Fidelity measurement

In addition, I created initial codes from the FOI framework developed by Century et al.
(2010) to focus on the coding terms relevant to fidelity measurements (see Table 4). This
deductive approach allowed me to use the FOI framework as a lens to determine if my data fit
with the framework.
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Table 4
Initial Codes From the Existing Framework
FOI conceptual framework

Initial codes

Structural Critical Component

Adherence

Procedural–Educative
(2. Exposure)

Pedagogical
Procedural

Instructional Critical Component

Quality

Pedagogical
(3. Quality)

Exposure
Responsiveness

Student Engagement
(4. Responsiveness)

Differentiation

Diagnostic Process and Special Program Features
(5. Differentiation)

Educative

The next step in the data analysis process was to prepare and organize the data by
transcribing it into a Word document (Creswell, 2014). In doing so, 24 hours after the conclusion
of each interview, I transcribed, verbatim, all interview data so data could be coded easily and
analyzed. Coding “refers to the identification of topics, issues, similarities, and differences that
are revealed through the participant’s narratives and interpreted by the researcher” (Sutton &
Austin, 2016, p. 227). To keep track of codes, I created a codebook. The codebook contained a
list of codes with their definitions. In basic qualitative studies, the following components can be
used to develop a codebook: code name, code description or definition, code criteria, origin
importance, and example of a code (Maietta et al., 2018). The description defined the code. Code
criteria contained keywords assigned to the code. The origin of the code labeled the code as
deductive or inductive. The importance of a code explained why the code was relevant to the
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study. Finally, an example of a code consisted of verbatim quotations to which the code was
applied (Maietta et al., 2018).
During the coding process, I used several code creation methodologies, such as in vivo
coding. Within in vivo coding, the codes were derived by the participants. I developed codes
from the data by using phrases or terms used by the participants themselves. In doing so, the
codes stayed close to the data, mirroring what was actually in them. This approach is referred to
as the inductive approach (Creswell, 2014). The inductive approach allowed theory to emerge
from the data. During the coding process, I used descriptive coding. Through descriptive coding,
I assigned different words or phrases to demonstrate what the participants were saying.
Additionally, through axial coding, codes were then grouped into themes. This procedure is
referred to as “theming” (Sutton & Austin, 2016). The themes were identified by using a wordmapping scheme in the Word processing software.
Throughout the qualitative research process, researchers need to be aware of their
preconceptions and beliefs. In doing so, I utilized the methodological device entitled bracketing
(Chan et al., 2013). Bracketing means refraining from judgment or staying away from the
everyday, commonplace way of seeing things (Chan et al., 2013). An interview guide was
developed to prepare for the bracketing process. The guide outlined a list of questions to obtain
specific information (see Appendix D). Before conducting each interview, notes were taken in
the bracketing section of the document. Furthermore, interrater reliability (IRR) was another tool
used in this doctoral study. The purpose of the IRR was to measure the degree of agreement
between different people observing or assessing the same thing (McAlister et al., 2017). For this
doctoral study, my faculty mentor, Dr. Matthew Basham, and I conducted the IRR. The IRR for
this doctoral study consisted of two phases. Dr. Basham and I completed the first round of
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coding for Participant A and Participant B. There was a strong relationship between both data
sets. After conducting the IRR, I analyzed the interview in batches of two participants.
Moreover, saturation for this study occurred during the ninth interview. Saturation means
that the researcher did not identify any new perspectives from the data (Brod et al., 2009).
Therefore, a saturation grid was utilized; the grid listed all major topics against all data sources
to ensure all information had been addressed (Brod et al., 2009).
Methods for Establishing Trustworthiness
I ensured internal validity by employing member checking. Within member checking, the
informant or participant is used to ensure that the data is accurate (Birt et al., 2016). Participants
were allowed to correct errors and address wrong interpretations. Yin (2014) stated that
participants might “cling to their own perspectives and disagree with your conclusions and
interpretation, but these readers should have the opportunity to challenge a study’s key findings”
(p. 199). However, Yin (2014) argued for researchers to discontinue the report until everyone
can come to a mutual understanding. After obtaining the participants’ approval, the findings
were revealed to make recommendations for the study.
Researcher’s Role
According to Creswell (2012), when conducting qualitative research, the researcher
becomes a part of the study while examining the biases, interests, and values of the participants.
The participants in the study were employed at a public school that offers school readiness
programs. I am not a staff member of the early learning program at the selected school.
Moreover, I do not hold any supervisory authority over these participants. Additionally, I served
as a master teacher for Broward County, Florida. As a master teacher, I was a part of the Road to
Childhood Outcome (RTCO) initiative. The initiative provided support to early learning
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programs that served Florida’s at-risk students. As a master teacher, I provided teachers with
professional development and the best practices for implementing evidence-based interventions.
I currently speak at regional early childhood conferences to empower teachers to utilize
evidence-based practices that promote school readiness. Despite my experience working in early
learning settings, I minimized any personal bias by utilizing the field notes. The reflective
information helped clarify my thinking and experience through this doctoral study.
Ethical Considerations
The permission to conduct this project at the selected study site began with the approval
of the Florida Office of Early Learning. After obtaining approval from Abilene Christian
University’s IRB (see Appendix G), I sent a confidential email to the participants for the initial
solicitation (see Appendix A). Within the email, I attached a letter explaining the study’s intent,
the informed consent form, and my role as the researcher. I also included a statement that they
were not obligated to participate in the study and could withdraw at any time.
Once I received the consent forms, I established a relationship with the participants to
begin the data collection process. I clearly explained the research process to strengthen the
collaboration and contribute to an effective learning environment. Developing a researcher–
participant relationship is important because it gives each participant the potential to feel
empowered (Mitchell, 2010). The informed consent letter included essential elements such as the
purpose and nature of the study, a summary of the procedures, duration of participation,
foreseeable risks, and expected benefits. Secondly, the protocols put in place for the interviews
were designed to respect the participants’ experiences and perceptions. The participant responses
and information were coded by using alphanumerics such as Participant A.
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An IRB application was submitted, and it contained information about the data collection
and data analysis process for approval secured from Abilene Christian University’s IRB for this
study. The following information was employed to ensure the rights of the participants were
protected: (a) research objective articulated, (b) written information to proceed with the study,
(c) research exemption form was filed with the IRB, (d) participants were informed of all data
methods and procedures, and (e) the risk and benefits of participating in the study (Creswell,
2014). All information gathered from this study was kept confidential.
Assumptions
In this research study, one assumption was identified. It is assumed that participants
would answer the interview questions honestly. Therefore, I utilized the IPR framework. The
framework strengthened the trustworthiness of the study and added value to the data obtained
from the interview questions (Castillo-Montoya, 2016). I asked different types of questions to
obtain specific information (see Appendix D). I asked introductory questions, transition
questions, key questions, and closing questions. Additionally, I received feedback on the
interview protocol (see Appendix E). The purpose of conducting a close reading of the interview
questions was to detect any overemphasized or underemphasized questions that could cause the
participants to answer questions vaguely or dishonestly.
Limitations
In this research study, two limitations were identified. The first limitation was related to
my experience in using qualitative data collection, such as interviews and field notes. This was
my first in-depth qualitative study; therefore, my research skills were limited. The second
limitation was related to the COVID-19 pandemic. Due to COVID-19, I conducted a basic
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qualitative case study. Under normal circumstances, my qualitative case study would have
consisted of interviews and observations.
Delimitations
In this study, one delimitation was identified. The delimitation was the generalizability of
the intended results. The participants were selected because they met the criteria for the study’s
objective. Therefore, the findings may not allow me to compare the study site to other early
learning programs in southeastern Florida.
Chapter Summary
This qualitative case study’s purpose was to assess the FOI of the school
readiness/kindergarten preparedness program and the training being used, called the TS GOLD,
through the perceptions of preschool teachers from a Head Start program in southeastern Florida.
The primary goal was to improve the school readiness outcomes through FOI of TS GOLD using
interviews and field notes. Qualitative methods were used for this doctoral study because it is
effective for program implementation. After all, the perceptions were captured directly from the
program participants, which added to the study’s validity. Additionally, the participants’ insights
were included to improve program implementation with TS GOLD (Patton, 2014). Most
importantly, I ensured all permissions were obtained from the IRB. In Chapter 4, I will report the
results of the data collection, analysis, and findings.
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Chapter 4: Results
This qualitative case study’s purpose was to assess the FOI of the school
readiness/kindergarten preparedness program and the training being used, called TS GOLD,
through the perceptions of preschool teachers from a Head Start program in southeastern Florida.
This study addressed the crisis with the school readiness outcomes in the state of Florida.
Specifically, children are entering school underprepared for kindergarten. Within the first 30
days of the school year required by section 1002.67(1), F.S., students must take the FLKRS. The
FLKRS is a screening tool designed to assess the readiness of each student in kindergarten. The
FLKRS is administered through Renaissance Star Early Literacy. Star Early Literacy is an online
adaptive assessment that students complete independently in approximately 15–20 minutes. A
score of 500 or higher on the assessment indicates that a student is ready for kindergarten.
According to the FLDOE (2018), the state average for school readiness was 54% during the
2017–2018 school year. During the 2018–2019 and 2019–2020 school years, the state average
for school readiness was 53% (FLDOE, 2018, 2019).
Moreover, the state average increased to 57% during the 2020–2021 school year.
However, the number of test-takers declined significantly during this school year from the
substandard online education because of the COVID-19 pandemic. More recently, the state
average for school readiness was 50% during the 2021–2022 school year (FLDOE, 2021). The
data revealed a significant increase in the number of test-takers this year because of Florida
schools returning to the brick-and-mortar setting.
At the selected study site, FLKRS data revealed failing test scores during the 2017–2018
school year, only 35.7% of students were ready for kindergarten (FLDOE, 2018). The FLKRS
scores dropped during the 2018–2019 school year, with only 31% of students ready for
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kindergarten (FLDOE, 2019). During the 2019–2020 school year, 40% of students were ready
for kindergarten (FLDOE, 2020). Scores remained low the following school year, with 49% of
students ready for kindergarten (FLDOE, 2021). More recently, the pandemic’s toll widened the
school readiness gap during the 2021–2022 school year, with only 3.4% of students ready for
kindergarten. Considering these findings, there was a need to assess the fidelity of the childbased assessment called TS GOLD. The primary goal of this study was to improve school
readiness outcomes through FOI using interviews.
This chapter contains the results of the qualitative case study conducted to answer the
following research questions:
RQ1. What multidimensional approach to fidelity measurement for school readiness
outcomes is being used by teachers who are implementing TS GOLD as reflected on FLKRS at
the study site?
RQ2. What key practices do teachers use when implementing TS GOLD with fidelity to
impact school readiness outcomes as reflected on FLKRS at the study site?
Descriptive Data
For this study, 10 participants were chosen. The participants had a wide range of teaching
experiences with the TS GOLD intervention. The differing participant groups presented rich
data. The number of participants and the years of experience each participant possessed added a
balance and depth of inquiry to the research (Creswell, 2012). Specifically, I was able to adapt to
the specific direction of responses to gather ample information regarding the participants’
perceptions. Moreover, in keeping my sample small, I was able to engage in greater analysis with
each participant. Table 5 provides a summary of participant demographics included in the
semistructured interviews. There were 10 participants with nine women (90%) and one man
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(10%) who had an average of 3.8 years of teaching experience, with 2 years being the low and 7
years being the highest years. Initially, 12 potential participants were sent a solicitation letter via
email to their school-based email requesting that the participants indicate their interest in the
study. The average duration for each interview was 31.1 minutes (see Table 5). Two of the
participants did not agree to participate in the study because they were assigned to a pre–k
Exceptional Student Education (ESE) classroom. The ESE classroom does not utilize the TS
GOLD intervention.
Table 5
Basic Demographics of Participants
Participant

Gender

Job classification

Length of
interview

Female

Years of
experience
teaching TS
GOLD
3

A

Teacher

35 minutes

B

Female

5

Teacher

30 minutes

C

Male

2

Teacher

27 minutes

D

Female

3

Teacher

34 minutes

E

Female

6

Teacher

35 minutes

F

Female

7

Teacher

20 minutes

G

Female

2

Teacher

25 minutes

H

Female

3

Teacher

37 minutes

I

Female

5

Teacher

32 minutes

J

Female

2

Teacher

36 minutes
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Data Collection Process
A convenience sample of teachers was used to conduct the interviews. Participants were
sent a solicitation letter via email to their school-based email requesting that the participants
indicate their interest in the study. Participants responded through their school-based email. This
ensured confidentiality for communication during the research process. If participants were
interested in pursuing participation, they were informed to click on the informed consent form
link. The form helped participants understand the study before taking part. If participants wanted
to participate in the study, they were required to respond to the informed consent document
within 10 days. The agree button on the form indicated that the participants understood and
agreed to the terms described in the document. Once participants confirmed their participation
through the informed consent document, each interview was scheduled via email to agree on a
date and time that was convenient for the participant. Additionally, I conducted one-on-one
interviews with 10 participants via Zoom to adhere to local COVID-19 regulations. Interviews
consisted of open-ended questions and probing methods to gain in-depth responses about the
teachers’ experiences, perceptions, and knowledge about the TS GOLD intervention. A
preestablished list of open-ended questions guided the semistructured interviews. However,
semistructured interviews allowed me to tailor the questions to the teachers’ experience and
skillset.
Moreover, adhering to the IRP discussed in Chapter 3, I received feedback on the
interview protocol (see Appendix E). The purpose of conducting a close reading of the interview
protocol was to increase the trustworthiness of the interview data (Castillo-Montoya, 2016). For
this study, a colleague conducted a close reading of the interview protocol to ensure the
questions were clear, short, and free of academic language (Castillo-Montoya, 2016). The
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colleague has over 7 years of experience in the field of early childhood education. Information
regarding the background of the problem of the study, including the problem statement, in
conjunction with the interview protocol, was sent to the colleague to guide the revisions of my
interview questions. After conducting the close reading, no revisions were made to the interview
questions.
Data Coding
The data collected for this doctoral study were interviews and field notes. Qualitative
analysis began by using a deductive approach to coding. Deductive coding can be defined as a
predefined list of codes created before coding data (Creswell, 2014). The initial codes were
derived from my research questions and the FOI framework I utilized for this study. This
allowed me to look for anything that was an answer to those codes or that explored the research
questions and FOI framework more deeply. Next, I prepared for coding. In doing so, 24 hours
after the conclusion of each interview, I transcribed, verbatim, all interview data so data could be
coded easily and analyzed. Transcribing the data creates a clean, organized copy of the raw data
(Thomas et al., 2022). To ensure accuracy and increase the validity of the interviews, each
participant was asked via email to member check the transcribed interview. Member checking “is
one quality control process by which the researcher seeks to improve accuracy, credibility, and
validity of the data obtained during the interview process” (Creswell & Plano Clark, 2010, p.
113). Specifically, participants were allowed to correct or elaborate on any responses provided
during the original interview. After conducting member checking, none of the participants
wanted to revise any responses. The completion of the member checking process improved the
chances of recording rich data.
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Additionally, a general inductive approach was used to analyze the collected data. The
inductive process is an important characteristic when analyzing qualitative data to adequately
explain the problem that is being studied (Merriam & Tisdell, 2015). Utilizing a general
inductive approach to analyze the data was straightforward, efficient, and allowed me to
determine which data were important or not important (Thomas et al., 2022). The first step in the
inductive process was to create codes. The codes were coded manually, which means each line
of transcribed interview text was coded line by line manually. Code creation methodologies were
a part of the coding. The code creation method utilized in this analysis was in vivo coding.
Within in vivo coding, the codes were derived by the participants. The open coding results
included 55 codes; I also included the 11 deductive codes (see Appendix H) to this list to move
forward with the axial coding.
In the next analysis phase, axial coding, connections were made between all codes to
create themes. Using mind-mapping on a Word document, all codes were mapped to display the
themes (see Appendix I). Axial coding was the most fundamental aspect of the coding process.
This allowed me to read over the codes to determine if they could be grouped and abstracted into
themes. Some themes were created by abstracting out of existing codes, while new themes were
developed from several different codes. During this analysis phase, some codes closely
resembled others. As a result, the redundant codes were merged and renamed to organize my
research. The axial coding results included 35 codes, followed by 14 distinct themes. Finally,
with selective coding, categories were selected to connect all the codes and themes from the
analysis to capture the essence of the research study. Themes were then assigned factors that
reflected key elements from the FOI framework developed by Century et al. (2010). These
included adherence factor, exposure factor, quality factor, responsiveness factor, differentiation
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factor, structural–procedural factor, structural–educative factor, instructional–pedagogical factor,
and instructional–student engagement factor (see Appendix J). Theme 14 was not assigned to a
factor; it will be discussed further in Chapter 5, as it is a good conversation for further research
and recommendations.
Bracketing and Interrater Reliability
Throughout the qualitative research process, researchers need to be aware of their
preconceptions and beliefs. In doing so, researchers must utilize the methodological device
entitled bracketing (Chan et al., 2013). Bracketing means refraining from judgment or staying
away from the everyday, commonplace way of seeing things (Chan et al., 2013). The first step in
preparing for bracketing was to develop an interview guide (Chan et al., 2013). The guide for
this doctoral study consisted of asking questions to obtain specific information (see Appendix
D). Before conducting each interview, I wrote notes in the bracketing section of the document.
These notes helped clarify my thinking and experience through this doctoral study. As a novice
researcher, all my notes documented the importance of using probing questions to avoid taking
the lead and putting words in the participant’s mouth.
Additionally, as a part of the research process, field notes were taken. Field notes
consisted of methodology and descriptive notes. In addition, there were two reflective practices
used to guide my findings from the field notes. These practices included research setting access
and examining culture and norms. Each of these practices was guided by purposeful reflection
questions to improve the quality of the field notes and enhance the values and utility of
qualitative data (Deggs & Hernandez, 2018).
Further, IRR is a tool used in many fields of research. It measures the degree of
agreement between different people observing or assessing the same thing (McAlister et al.,
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2017). For this doctoral study, my faculty mentor, Dr. Basham, and I conducted the IRR. The
faculty mentor was responsible for the supervision and assurance of compliance for this project.
The faculty mentor also reviewed protocols as often as needed to ensure that the project was
conducted in compliance with the institutional policies and any respective regulations. During
the first phase of IRR, I completed the first round of coding for Participant A. The same data was
then sent to Dr. Basham to mitigate interpretative bias. Using the formula described in Miles and
Huberman (1994), I calculated the correlation between the different sets of results. The
differences were highlighted in yellow, and the similarities were highlighted in blue. The results
were compared, and there was a strong relationship between the sets of results. The first test had
a high IRR of 63.33%.
To maintain a higher consistency of coding within the next phase of the IRR, Dr. Basham
and I discussed similarities in blue, and we agreed to code quotes fully as opposed to using
shorter in vivo codes to increase agreement on the second test with Participant B. After coding
the second test, I calculated the correlation between the different sets of results. The results were
compared, and there was a strong relationship between the set of results, so the second test had a
high IRR of 66%. After conducting the IRR, I analyzed interviews in batches of two participants,
allowing analysis time before moving on to additional participants. I coded each batch and
analyzed it for themes.
Saturation
Saturation for this study occurred during the ninth interview. Saturation means that the
researcher hears the same comments again and again (Saunders et al., 2018). For this study, data
collection ceased after 10 interviews. The first and second round thematic data were analyzed as
the interviews progressed. The data was kept in a spreadsheet to examine for progress toward
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saturation, and 14 major themes emerged. I stopped seeing new data responsible for these themes
after nine interviews (X = theme emerged and O = no theme emerged), but I added one more
interview just to be sure I had reached saturation (see Table 6).
Table 6
Saturation Determination by Themes
Theme

Interview

1

1
X

2
X

3
X

4
X

5
X

6
X

7
X

8
X

9
X

10
X

2

X

X

X

X

X

X

X

X

X

X

3

X

X

X

X

X

X

X

X

X

X

4

X

X

X

X

X

X

X

X

X

X

5

X

X

X

X

X

X

X

X

X

X

6

X

X

O

X

X

X

X

X

X

X

7

X

X

X

X

X

X

X

X

X

X

8

O

X

O

X

X

O

X

X

X

X

9

X

O

O

X

O

O

O

O

X

O

10

O

O

O

X

O

O

O

O

O

O

11

X

X

X

O

X

O

O

X

O

O

12

O

X

O

X

O

X

X

X

X

O

13

X

X

O

X

O

X

O

O

X

O

14

X

X

O

X

O

X

O

O

X

O
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Results
This section is arranged by the research questions and emerging themes and concludes
with the key factors of each question. Additionally, findings from the field notes will be
described. Findings include two elements of reflective practices that were implemented to
examine the environment more critically. For this qualitative case study design, I facilitated and
completed 10 one-on-one interviews. Based on the data composed from the interviews, I
clarified and evaluated each participant’s perceptions, which was vital to the purpose of this
study. Furthermore, qualitative data analysis resulted in the identification of 14 distinct themes
that represented potential influences in the implementation of TS GOLD. It is important to note
that the theme entitled future practical modification strategies will be discussed in Chapter 5, as
it is a good conversation for further research and recommendations.
Summary of Qualitative Themes for Research Question 1
Research Question 1 looked at what multidimensional approach to fidelity measurement
for school readiness outcomes is being used by teachers who are implementing TS GOLD as
reflected on FLKRS at the study site? During the interviews, teachers were asked several
questions related to the multidimensional approach to the fidelity measurement used to
implement TS GOLD. Five of these questions directly asked respondents about Research
Question 1 (see Table 7).
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Table 7
Guiding Research Question 1
Question number

Interview question

1

What facilitation strategies are in place to ensure
you adhere to TS GOLD?

2

How much time is spent on TS GOLD? What are
the barriers that impede the amount of dosage
prescribed by the program?

4

How does your engagement or enthusiasm with
TS GOLD impact student engagement?

9

How are formative and summative data shared
with school leaders to determine if the
intervention is being implemented as intended?

10

Are there any problems associated with
implementing TS GOLD with fidelity? If so,
explain why?
Note. Research Question 1: What multidimensional approach to fidelity measurement for school
readiness outcomes is being used by teachers who are implementing TS GOLD as reflected on
FLKRS at the study site?
Teacher responses to this research question were closely examined during data analysis to
inform the creation of codes and themes. Qualitative data analysis resulted in the identification of
five distinct themes that represented fidelity measurements. The themes were time spent on TS
GOLD, teacher enthusiasm, student enthusiasm, facilitation strategies, and special program
features. These themes were then assigned factors that are described across five dimensions of
fidelity: adherence, exposure, quality of delivery, participant responsiveness, and program
differentiation (Century et al., 2010). Additionally, codes that derived from the themes were
assigned subfactors that described the five dimensions of fidelity (i.e., adherence subfactor,
exposure subfactor, quality subfactor, responsiveness subfactor, and differentiation subfactor).
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All five factors provide an examination of program implementation and a brief explanation of the
nature of the influence (see Table 8). This is followed by a detailed discussion of each of the
factors illustrated by quotations drawn from the case study interviews. These factors had a
positive effect on program implementation (i.e., increased the likelihood of implementing TS
GOLD with fidelity) or a negative effect (i.e., implementing TS GOLD with poor fidelity).
Table 8
Identified Fidelity Factors and How They Are Influenced or Influence TS GOLD Implementation

Factor

Nature of influence

Adherence

Adherence refers to how many TS GOLD
components are prescribed.

Exposure

Exposure refers to how often students receive the
TS GOLD intervention.

Quality

Quality refers to the teacher’s enthusiasm while
implementing TS GOLD.

Responsiveness

Responsiveness refers to the student’s level of
interest in TS GOLD.

Differentiation

Differentiation refers to special program features
that are on TS GOLD.

Factor Adherence
Teachers reported one adherence factor that played a role in how they adhered to critical
components of the intervention. Such factors include facilitation strategies. Facilitation strategies
are directly associated with program implementation to ensure that the delivery of the
intervention is as seamless as possible, as Carroll et al. suggested (2007). Three subfactors were
reported under facilitation strategies. These included professional development, content of the
intervention, and organizational support. These subfactors were reported as strategies used to
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optimize adherence with TS GOLD. Demonstrating knowledge about program adherence plays
an important role in the practices needed to achieve fidelity. This factor will be defined and
supported with illustrative quotes.
Subfactor of Adherence: Professional Development
Professional development is essential for teachers’ continued development and
effectiveness. Participating in professional development allows teachers to learn and implement
effective teaching practices in their classrooms (NAEYC, 2016). All teachers participated in
continuing professional development to adhere to TS GOLD. Two teachers notably captured
how they learned TS GOLD knowledge. Participant D said, “I want to say it’s a 2-day training.
So, it was at a facility, and it was a hands-on training.” Participant H stated, “The training was
face-to-face about 2 years ago. They gave us the instructions on how to use Teaching Strategies
GOLD in the classroom.”
Participant B shared how the self-paced online training offered on TS GOLD elevated her
professional practice. Participant B commented, “On TSG [TS GOLD], they have professional
development opportunities to click on and you can take any course. And there are several courses
to take. I took two different ones.” Also, some teachers shared further details as to what the TS
GOLD training was like. Participant E noted, “They’re long, they’re intense. I think it was 2
days.” Participated I stated, “I participated in a 2-day training. The training was really good. It
was long and pretty intense. Intense because it was a 6-hour training with so much information.”
Subfactor of Adherence: Content of the Intervention
Content of the intervention refers to the behaviors, tasks, skills, or knowledge needed to
implement the intervention (Carroll et al., 2007). TS GOLD training allowed teachers to practice
what they were learning in their teaching contexts. Participant H stated, “They showed us how to
level the children. It was very specific on what you need to do with the children and how to
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utilize it in the classroom.” Participant D noted, “They showed us how to complete the
checkpoints, take observations, and we learned about the learning objectives.” Participant J said,
“The training was long; there was a lot of information on how to use TSG [TS GOLD] in the
classroom. I learned how to take observations in the classroom.” Participant I shared details
about the training videos used to facilitate the professional development. Participant I said:
On the first day, they gave us the foundation, like the importance of Teaching Strategies
GOLD. Then, the following day we watched videos, learned about the areas of learning
and development. The videos showed us the importance of observations and the different
ways in which teachers can take documentation in the classroom.
Subfactor of Adherence: Organizational Support
Organizational support was defined as the technical assistance teachers received to
implement the intervention through progress monitoring, feedback, and coaching. Teachers
reflected on the support they received to adhere to the intervention. The implication was that
organizational support made it less likely to implement the intervention with fidelity. Many
teachers echoed that adherence to the TS GOLD was only captured if the checkpoints were
completed. The purpose of checkpoints is to review individualized observations, photos, or
children’s work sampling to make accurate decisions about their learning and development. It is
important to note that there are at least three to four checkpoint periods for the academic school
year. Participant B said, “They only check up on it when it’s due and not even check up on it for
fidelity. They’re just checking to make sure all the boxes are checked out.”
Additionally, Participant E stated:
You get in trouble if it’s not done, and you get [a] thumbs up if it’s done. The actual
information, no one seems to take it into account. They will never know if a child is
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having trouble with letters or can’t recognize letters because no one is looking at the
information.
Three subfactors were reported under the adherence factor. The first subfactor was
professional development. Various statements by teachers highlighted the significance of
professional development opportunities. These opportunities can be exemplified as an effective
strategy to assist teachers in implementing TS GOLD. During the professional development,
teachers were taught specific skills and tasks needed to implement the intervention; this was
analyzed as the content of the intervention. Content of the intervention was reported as having a
positive influence on program implementation. Learning how to take documentation in the
classroom was cited as a key ingredient within this factor. Organizational support had a negative
influence on program adherence because adherence was only captured if the checkpoint data was
completed (see Table 9).
Table 9
Reported Adherence Factor
Adherence factor

Positive influence

Professional development (PD)

Wide range of PD opportunities

Content of the intervention

Active ingredients

Organizational support

Negative influence

Technical assistance

Factor: Exposure
Teachers reported one exposure factor that played a role in how often the intervention
was prescribed to students. Such factors included time spent on TS GOLD. This factor was used
to describe the amount of learning opportunities students received during the intervention. Three
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subfactors were reported under the exposure factor. These included duration, frequency, and TS
GOLD barriers. This factor will be defined and supported with illustrative quotes.
Subfactor of Exposure: Duration
Duration refers to the time in which the TS GOLD intervention is implemented. The
purpose of implementing this child-based assessment is to promote and assess critical areas of
learning and development through ongoing observations. All teachers reported how often student
observations were collected. Six out of 10 teachers used the TS GOLD intervention as an integral
part of their classroom. Participant B reported:
We have to do it every day and make observations with kids every day. I spend our
naptime, probably about 20 minutes every day, actually putting in the documentation.
Observing is not so bad because you can observe it and remember it, but you have to put
it in [on] the same day. Otherwise, you won’t remember what they did.
Participant C commented, “We basically use it all day. Each student has a portfolio on
TSG and we upload the student’s work samples almost every day.” Participant D said, “Oh, my
God! Like every day, it’s a lot! We have 30 objectives, and we have to put in [the]
documentation for each objective.” Participant F noted, “We use it all day. TSG wants us to have
responsive interactions with children, and they want us to document it.” Also, Participant G
stated, “We pretty much use TS GOLD throughout the day. My lead teacher gives me a list of
activities to do with the children and how to keep them busy and learning all throughout the
day.” Participant I shared how she uses TS GOLD all day. Participant I said:
There is never a day where I’m not using TSG in the classroom. So, TSG is basically
about observing children and documenting what you see. I observe my children
constantly. Sometimes my observations are spontaneous, and others are preplanned
observations.
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On the other hand, the remaining four teachers did not utilize TS GOLD every day.
Participant A said, “Three days a week. I would say probably a good 30 to 45 minutes a day.
Between gathering the documentation and entering it all in.” Participant E stated, “Not a lot.
Maybe we are supposed to have clipboards when the children are at centers and take notes. I wait
until the last minute and do it all at once.” Participant H noted, “Three times a week. I’m doing
the activities with the children and taking notes. Then, I put the documentation onto the TSG
website.” Participant J revealed the challenges of inputting student documentation on TS GOLD
when they stated:
Not often, but we make sure our checkpoints are completed. With TSG, there are so
many objectives. There are about 37 objectives, and those objectives have subdomains.
Teachers have to input documentation for each objective and subdomain. We are
constantly observing every day. However, actually inputting the documentation on a
daily basis is really a struggle, so we pretty much wait until the end of the checkpoint.
Additionally, Participant A implemented TS GOLD at least three days a week, but the
documentation was not completed for each learning objective. Participant A said, “I’ve been
doing this every day; the way I was taught to do it, and I’m still having huge gaps and holes in
my documentation.”
Subfactor of Exposure: Frequency
The cornerstone of high-quality early learning education is creating an organized system
of collecting key artifacts of children’s learning (Kim, 2016). The second subfactor that fits
under exposure was frequency. Frequency refers to how often teachers upload documentation
onto the students’ portfolios. The purpose of student portfolios was to help teachers efficiently
monitor student progress throughout the school year. There are 38 learning objectives; at
minimum, a teacher needs to have at least one piece of documentation for every objective and
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dimension (Kim, 2016). The majority of the teachers reported that their documentation is
uploaded onto the student’s portfolios every day. Participant F notably captured the efficacy of
having an organized system in place to showcase the artifacts. She enthusiastically shared the
importance of collecting artifacts over time. Participant F said, “We input the documentation on
the computer every day to make it easier for us to complete the checkpoints.”
On the other hand, Participant J mentioned that the documentation was uploaded onto the
children’s portfolio near the checkpoint date. Participant J indicated, “We pretty much wait until
the end of the checkpoint.” Another teacher described how much time she should spend inputting
data on TS GOLD if the intervention was delivered as intended. Participant E said:
If I did it correctly, probably a half-hour to an hour. On TSG, there are three quarters, you
know. There’s a fall, winter, and spring. So, every day in the fall quarter, I should spend
about a half-hour to an hour each day going over each domain.
Subfactor of Exposure: TS GOLD Barriers
Several factors were barriers to TS GOLD implementation. Teachers reported several
challenges to implementation. These included time constraints, intensifying tasks,
documentation, strategies that were too advanced, and no referral system. Time constraints were
noted as one of the possible reasons why teachers may not implement TS GOLD to fidelity.
Participant A stated, “A lot of it is time. Like remembering to go back and do it. There’s really
no point during my day where I can sit down and actually input the data on TS GOLD.”
Participant J commented, “However, actually inputting the documentation on a daily basis is
really a struggle, so we pretty much wait until the end of the checkpoint.”
Additionally, teachers frequently discussed the intensifying tasks on TS GOLD as they
related to the learning objectives. The learning objectives span from birth to kindergarten and
provide an opportunity to see the children’s progression across the whole of their early childhood
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years. While this appears to be a valuable aspect of the intervention, many teachers reported
several challenges with the learning objectives. Participant E commented:
There are these objectives that you have to meet under social–emotional, and I think
they’re like 10 objectives for that area. Then there is physical. I think under physical,
there’s like seven objectives. There’s language, there’s mathematics, literacy, and
cognitive. So, each of those components has several objectives. So, let’s use literacy as an
example. Under literacy, it has recognizes name, which is 1a and then I press that. It says
recognizes letters. So, under literacy, there might be 20 objectives. Then if you have 20
children, that will be 400 buttons that I have to click on for that one learning domain.
Participant J commented, “With TSG, there are so many objectives. There are about 37
objectives, and those objectives have subdomains. Teachers have to input documentation for
each objective and subdomain.” Participant A expressed, “The difficulty for me personally is
hitting all these objectives. And some of them are kind of obscure, and some of them are kind of
random, and some are kind of abstract.”
Participant B described that it would be applicable for TS GOLD to provide teachers with
more opportunities to implement the objectives easily, as opposed to physically typing the
observation into the child’s portfolio. Participant B stated:
So for large group, I will notice him answering what, when, where, why questions, but I
can’t easily add that in because I have to physically add in everything. So, I can’t just
click; I have to write in that he said this, or he did this. Whereas with small groups, you
can just check a box, and it makes everything much easier.
The ongoing documentation was another barrier that hindered the teacher’s
implementation of TS GOLD. The ongoing documentation served as a tool for teachers to inform
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their instruction. Participant E echoed the ineffective use of documentation in her classroom.
Participant E stated, “It’s the ongoing documentation that seems no reason. Like no one is
looking at it. It’s just the documentation that is a major barrier. It just seems like it is busy work
for the teachers.” The strategies on the TS GOLD website had an impact on program
implementation. Participant C claimed that implementing the suggested activities was
challenging and said:
Because some of the strategies seemed like it might be a little advanced for some of the
students. Basically, the phonics and phonological awareness. Since they are in the
emergent stages of reading, it takes repetition. And sometimes, it takes a whole lot of
repetition to get them to that point, but that’s been the challenge.
Another barrier to program implementation was referring students to educational services
when the documentation revealed potential red flags. Participant H stated:
Well, maybe yes, there is a problem. Sometimes you want to refer a child to receive other
services because they are not meeting the levels on TSG. I put in the data, but pretty
much nothing happens after that. What are the next steps I can take for the students who
have possible learning delays?
The exposure factor captured how often the TS GOLD intervention was delivered. Three
subfactors emerged during the data analysis. The first subfactor was the duration. Duration
explained the time in which teachers implemented TS GOLD. Six teachers (60%) utilized the
intervention every day. Implementing the intervention on an ongoing basis can have a positive
influence on student outcomes. The remaining four teachers (40%) did not implement the
intervention every day. However, these teachers ensured TS GOLD was implemented at least 3
times per week, thus having a positive influence on their implementation. A teacher who took
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documentation 3 times per week noted that she had missing documentation at the end of the
checkpoint period. If teachers are still missing documentation at the end of the checkpoint, this
could have a negative influence on program implementation and student outcomes. Furthermore,
on TS GOLD, teachers are required to upload student documentation. This task was captured
under the subfactor entitled frequency. Eight teachers (80%) uploaded their documentation daily,
while the other two teachers (20%) waited until the end of the checkpoint period to upload
documentation. One of these teachers explained how much time she should spend uploading the
documentation if she implemented the intervention correctly. This teacher recognized that she
was not implementing the intervention with fidelity. Consequently, this can have a negative
influence on program outcomes. Many barriers hindered program implementation. Five teachers
(50%) stated that the intervention was time-consuming. It was time-consuming because there
were too many learning objectives. Other barriers reported were inappropriate literacy activities
and no system in place to systematically refer students for other intervention services (see Table
10).

88
Table 10
Reported Exposure Factor
Exposure factor

Positive influence

Negative influence

Duration

Everyday
3x’s a week

Missing documentation

Frequency

Uploading documentation
daily

Uploading documentation
at end of the checkpoint
period

TS GOLD barriers

Time constraints
Too many objectives
Literacy activities
Referral system

Factor: Quality
Teachers reported one quality factor that played a role in determining the extent to which
they were eager to implement the intervention. Such factors included teacher enthusiasm.
Teacher enthusiasm is related to questions about how the instructor delivers the curriculum.
Examples of questions included “Was the instructor’s enthusiasm evident?”, “Was the instructor
engaged in delivering the content?”, “Was the instructor making sure that students were engaged,
that students were understanding the material and if not, doing something to change that?”, and
“Was the instruction explicit? strategic? systematic? scaffolded?” (Mellard, 2010, p. 7). Three
subfactors were reported under the quality factor. These included love for TS GOLD,
antiteaching strategies for TS GOLD, and excitement for TS GOLD curriculum. This factor will
be defined and supported with illustrative quotes.
Subfactor of Quality: Love for TS GOLD
This factor refers to the eagerness teachers have for TS GOLD. Teacher eagerness plays a
critical role in the degree of fidelity achieved by the implemented intervention. If an intervention
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is delivered poorly, then it may affect the degree of fidelity (Mellard, 2010). Several teachers
enthusiastically shared their eagerness with TS GOLD. Participant F said, “I love TSG. I get
really excited about the learning that is offered on TSG.” Participant B stated, “I love TSG. I like
it because it’s pretty much just laid out for us lesson plan-wise.” Participant I expressed, “I love
Teaching Strategies GOLD. So, I get really excited about the teaching and learning that occurs in
my classroom. If I am not happy about it, it’s going to reflect on the students.”
Moreover, Participant D shared more detail as to how the resources on TS GOLD
increased her willingness or excitement about the intervention. Participant D expressed, “Yes, I
love the mighty minutes! Like this mighty minute about the Geoboard. It hits multiple objectives.
I do the mighty minutes during small group, and it helps me complete my checkpoint data.”
Subfactor of Quality: Anti-TS GOLD
Participant E disapproved of the TS GOLD intervention and stated:
Oh, it doesn’t. I have absolutely no enthusiasm for TSG, obviously. I really don’t know
who benefits, and I’ve been using it for 5 years. A parent has never seen it. Head Start
basically checks that it’s completed, but other than that, it’s good for nothing.
Participant I said, “I don’t get excited about TSG because it’s time-consuming.” Participant A
noted, “It is discouraging for the teacher to have to do it. When I know that in 2 years maybe, all
the work that I’ve done will not be recognized.”
Subfactor of Quality: TS GOLD Curriculum
Teachers also expressed their enthusiasm for the curriculum that is linked to TS GOLD.
The Creative Curriculum for Preschool provides teachers with the tools needed to address all
areas of learning and development (Kim et al., 2013). The curriculum comes with a teaching
guide for the entire school year to support teachers with the learning environment. Several
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teachers who disliked TS GOLD expressed their excitement for the curriculum. Participant A
reported:
I like the trees and the buildings theme. Look at all the houses all over the world. And
then I like the bugs one because I’m a nerd. We had a lot of fun during the insects and the
bugs study. We did the caterpillars and the butterflies, and they loved that.
Additionally, Participant B commented, “I like it because even though we choose the topic, but
within TSG, you have the opportunity to choose where you go with it. If they’re more interested
in making their own balls, then you can go with that.” Participant E said, “I do love the
curriculum, so the clothes, balls, recycling, and buildings study, those are fun, great, and
awesome.”
Quality reflected how TS GOLD was implemented. Aspects of quality included three
subfactors: (a) love for TS GOLD, (b) TS GOLD curriculum, and (c) anti-TS GOLD. The
subfactor entitled love for TS GOLD indicated the teacher’s eagerness toward the intervention.
During the interviews, teachers believed that the resources offered on TS GOLD had a positive
influence on their implementation. These resources included lesson plans and mighty minutes.
Additionally, the teacher’s willingness to implement the intervention was related to the learning
studies offered in the TS GOLD curriculum. Some of the learning studies cited during the
interviews were insects, bugs, balls, and clothes. There was one negative influence associated
with the quality factor. After 5 years of utilizing the curriculum, one teacher did not see the
benefit of TS GOLD. This can have a negative influence on program implementation because the
teacher is not committed to the program (see Table 11).
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Table 11
Reported Quality Factor
Quality factor

Positive influence

Love for TS GOLD

Excitement
Resources: lesson plans and mighty
minutes

TS GOLD curriculum

TS GOLD learning studies: balls,
clothes, and insects

Anti-TS GOLD

Negative influence

Dislike for TS GOLD:
not beneficial

Factor: Responsiveness
Teachers reported one responsiveness factor that played a role in the extent to which
students were engaged with the intervention. Such factors included student engagement.
Measuring student enthusiasm was equally important because it would determine if the
intervention was implemented as intended. Student enthusiasm was the most important element
of a framework. An intervention can have high adherence, the right amount of exposure,
evidence of enthusiasm, and clear program specificity; however, if the students are not engaged,
then the intervention means nothing (Mellard, 2010). There were two subfactors reported under
this factor. These included learning activities and teacher influence. This factor will be defined
and illustrated with descriptive quotes.
Subfactor of Responsiveness: Learning Activities
Learning activities are designed to help increase student engagement. All teachers
reported how attentive and involved students were as the intervention was implemented.
Participant B said, “They like it because it’s play-based.” Participant J stated, “The children get
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excited about all the learning activities. They love playing in the learning areas.” Participant D
noted, “They are engaged with all the learning activities.”
Subfactor of Responsiveness: Teacher Influence
In an educational setting, teachers have a major influence on student engagement. Few
teachers revealed how the content of delivery promoted student engagement. Participant H
commented, “I try to be creative with the learning in the classroom to get them excited.”
Participant I reported, “I love Teaching Strategies GOLD. So, I get really excited about the
teaching and learning that occurs in my classroom. If I am not happy about it, it’s going to reflect
on the students.”
The responsiveness factor plays a direct role in outcomes. Aspects of responsiveness with
the TS GOLD intervention included two subfactors. The subfactors examined the student’s level
of engagement and enthusiasm toward the intervention. Students were excited about the learning
activities that were offered on TS GOLD because the activities were play-based. Teacher
influence was another aspect of responsiveness. Teachers responded well to the program by
showing their eagerness; as a result, positive student engagement was recognized (see Table 12).
Table 12
Reported Responsiveness Factor
Responsiveness factor

Positive influence

Learning activities

Play-based activities

Teacher influence

Teacher excitement

Negative influence

Factor: Differentiation
Teachers reported one differentiation factor that played a role in identifying special
features of the TS GOLD intervention. Such factors included special program features. It was
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important to capture the teachers’ perceptions of the unique features that had an impact on their
implementation. Their perceptions were assigned to two subfactors under this factor. These
included the program makes teaching easy and TS GOLD gives the teacher all the tips. This
factor will be defined and supported with illustrative quotes.
Subfactor of Differentiation: Makes Teaching Easy
Over six vignettes were assigned to the subfactor “makes teaching easy.” Teacher
responses when talking about TS GOLD and teaching were largely about the valuable resources
that made teaching and learning easy. Participant B said:
There is a chart on TSG with a list of children and the objectives to help you mark where
they are. I only used that, like, my first year, but now I am pretty much comfortable with
TSG, and you can even see, like, which documentation pieces you’re missing. So, I’m
like, oh, if I’m missing social–emotional, I’ll make sure to observe that area. You can
easily see what you’ve done and what you haven’t done.
Participant F noted, “I don’t think I will change anything because everything about the
child development is there! We input documentation on the computer, so you just click! click!
click!” Participant I stated, “There are also read alouds for each study, so it makes teaching really
easy because the lesson plans are pretty much created for you. It’s just a matter of implementing
it.”
Subfactor of Differentiation: TS GOLD Gives You [the Teacher] All the Tips
Under the subfactor “TS GOLD gives you all the tips,” teacher responses assessed the
effectiveness of the intervention. There were over five vignettes assigned to this code. Several
teachers examined the components that had an impact on their implementation. Participant F
commented:
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No barriers because TSG gives you all the tips you need to follow with each child. It
helps you keep up with the child’s progress. Everything that you need to teach is on TSG.
If you want to know about the children’s learning and development, they have all the
domains and give you examples of what is expected for the child. They also give you
strategies on how to work with the child if they are not performing well.
Other participants discussed how the materials and guidelines were essential elements for
implementation success. Specifically, Participant H stated, “I have all the materials and the
strategies. They give you the steps you need to do with the children for each activity.”
Additionally, Participant B claimed that resources supported her implementation of TS GOLD
and said:
So, I just literally follow what it says in the book. It’s like two pages for the entire day.
It’s like question the day, your story, it gives you the schedule, which helps, and it also
just gives you like what you’re supposed to say for the read alouds.
The differentiation factor explains how well the TS GOLD intervention is defined.
Aspects of differentiation included two factors: (a) makes teaching easy and (b) TSG gives the
teacher all the tips. Various statements by teachers highlighted the importance of teaching with
the intervention. Teaching with TS GOLD was interpreted as making teaching easy because the
intervention included unique aspects such as read alouds, charts to track learning objectives, and
technological features. Another subfactor exemplified by TS GOLD was the ability to give
teachers helpful tips about children’s learning and development (see Table 13).
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Table 13
Reported Differentiation Factor
Differentiation factor

Positive influence

Makes teaching easy

Valuable resources: books, charts,
technological features

TS GOLD gives you all the
tips

Helpful tips
Research-based intervention

Negative influence

Discrepant Cases
The process of discrepant cases is a method that must be conducted and identified during
the data collection and data analysis stages for the credibility, transferability, dependability, and
conformability of the study (Maxwell, 2013). For Research Question 1, there were no discrepant
cases identified. In summary, teachers indicated that their implementation was supported by the
wide range of professional development opportunities, the content of the professional
development, material support, positive experiences with child engagement, TS GOLD learning
studies, and the effectiveness of the strategies offered on TS GOLD. On the other hand, teachers
felt implementation barriers were related to time, technical assistance, the inappropriateness of
literacy activities, negative perceptions of the child-based assessment, and no referral system.
Further investigation into the teachers’ perception of FOI is presented in the findings for
Research Question 2.
Summary of Qualitative Themes for Research Question 2
Research Question 2 examined the key practices teachers used when implementing TS
GOLD with fidelity to impact school readiness outcomes as reflected on the FLKRS at the study
site. During the interviews, teachers were asked several questions related to key practices used to
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implement TS GOLD. Five of these questions directly asked respondents about Research
Question 2 (see Table 14).
Table 14
Guiding Research Question 2
Question number

Interview question

5

What adaptations do you make with TS GOLD?
Why are you making these adaptations?

6

What instructional strategies do you use to ensure
you are promoting school readiness with TS
GOLD?

7

What resources are available to you that assist you
in implementing TS GOLD?

8

Describe the system for collecting and analyzing
data to monitor student progress with TS GOLD?

What is your level of knowledge or experience
3
with implementing TS GOLD?
Note. Research Question 2: What key practices do teachers use when implementing TS GOLD
with fidelity to impact school readiness outcomes as revealed on the FLKRS at the study site?
Teacher responses to this research question were closely examined during data analysis to
inform the creation of codes and themes. Qualitative data analysis resulted in the identification of
eight distinct themes that represented key practices. The themes were lesson preparation,
assessment tools, facilitation of learning and development, green light adaptation, yellow light
adaptations, red light adaptations, and teacher knowledge. These themes were then grouped into
four categories. These included structural–procedural factor, structural–educative factor,
instructional–pedagogical factor, and instructional–student engagement factor. These factors
reflected key measurable categories from the FOI conceptual framework developed by Century
et al. (2010). Additionally, codes that derived from the themes were assigned subfactors that
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reflected key measurable categories of fidelity (i.e., structural–procedural subfactor, structural–
educative subfactor, instructional–pedagogical subfactor, and instructional–student engagement
subfactor). All four factors provided an examination of program implementation and a brief
explanation of the nature of the influence (see Table 15). The FOI framework provided a
structure for describing and organizing key practices, which are labeled as critical components.
These components consist of two categories: structure and process to rigorously analyze their
relationships to one another and student outcomes. These factors had a positive effect on
program implementation (i.e., increasing the likelihood of implementing TS GOLD or a negative
influence (i.e., implementing the program with poor fidelity). This is followed by a detailed
discussion of each of the factors illustrated by quotations drawn from the case study interviews.
Table 15
Identified Fidelity Factors and How They Are Influenced or Influence TS GOLD Implementation
Factor

Nature of influence

Structural–Procedural

Teachers’ responsibilities with intervention
materials.

Structural–Educative

Examines what teachers need to know.

Instructional–Pedagogical

Practices that should take place in the classroom
by the teacher.

Instructional–Student Engagement

Student participation during the intervention.

Factor: Structural–Procedural
This factor of structural critical component focused on the teachers’ responsibilities with
intervention materials. It included descriptions of how the intervention was intended to be
implemented. Examples of potential critical components in this subcategory included the order
of instructional elements of the intervention, the nature of instructional materials, lesson
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preparation, and assessment tools. Teachers reported multiple structural–procedural factors that
played a role in determining the extent to which they implemented the curriculum. Such factors
included lesson preparation and assessment tools. Lesson preparation helps teachers structure
daily activities in their classrooms. Two subfactors were captured under this factor, which
included TS GOLD resources and procedural. Each of these factors will be defined and
supported with illustrative quotes.
Subfactor of Structural–Procedural: TS GOLD Resources
Teachers reported the different types of TS GOLD resources used to support the students’
learning and development. Participant G reported:
We have these teaching cards that tells us how to implement the activity. It also tells us
the objectives that are addressed with the activity. For example, there is a teaching card
that makes washing hands fun because it includes singing and counting. So, the children
are learning new words and learning how to count.
Participant B stated, “With the intentional teaching cards, you implement on the spot activities
with children. Like, let’s walk to the door and count our steps or let’s count the syllables in our
name, things like that.”
Subfactor of Structural–Procedural: Procedural
Procedural refers to the teacher’s responsibilities with the TS GOLD intervention. To
effectively measure student outcomes, an individual must measure this element to determine a
program’s fidelity. Participant H noted, “I interact with children in the learning centers and take
documentation. I’m doing the activities with the children and taking notes. Then, I put the
documentation onto the TSG website.” Participant I commented, “So, TSG is basically about
observing children and documenting what you see. I observe my children constantly. Sometimes
my observations are spontaneous, and others are preplanned observations.” Teachers also echoed
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other TS GOLD responsibilities, such as using the child assessment portfolio. Participant I
stated, “The documentation goes onto the TSG website. On the website, each child has an
individual portfolio where we upload the documentation. I like to take pictures. The pictures add
value to the documentation.” Participant C said, “Each student has a portfolio on TSG, and we
upload the students’ work samples.”
Additionally, assessment tools were anticipated to be a theme because TS GOLD is a
child-based assessment that evaluates the growth and development of young children from birth
to kindergarten. Assessment is a systematic process of collecting and interpreting data to answer
questions about children’s learning and development. The assessment tools on TS GOLD
influenced how teachers assessed student learning. Three subfactors were reported under the
assessment tools, which included levels on TS GOLD, documentation procedures, and
checkpoints. Each of these factors will be defined and supported with illustrative quotes.
Subfactor of Structural–Procedural: Levels on TS GOLD
Five teachers utilized the learning levels on TS GOLD to guide their instruction to
provide differentiated instruction. The learning levels on TS GOLD are color-coded to provide
clarity on what is developmentally appropriate for each objective. Participant H commented, “I
look at levels on TSG to see what the kids are supposed to know for the learning domains.
Sometimes I will repeat the activities to make sure they have a full understanding of the
concept.” Participant G explained how the levels on TS GOLD provided clarity on what was
developmentally appropriate for each learning objective and said:
The levels tell you exactly what is expected for a particular age group, and if the child is
not on the right level, we still have to document it and just work more with the child to
get him or her on track.
Subfactor of Structural–Procedural: Documentation Procedures
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Additionally, assessment involves several steps, such as collecting formative
assessments. Formative assessment in early childhood classrooms consists of ongoing
documentation. Teachers reported their documentation procedures for collecting student
observations. Participant H replied:
I take a piece of paper, and I have the name of the activity, the areas of learning that
applies to the activity. For example, today I’m going to do [a] cognitive activity. I get all
the materials; one [of] the materials consist of blocks. So now, while the children are
playing with the blocks, they will start counting the blocks. I can include mathematics in
the observation. Sometimes I can even include language because the children are having
conversations as they play with the blocks.
Participant F said, “Well, we document every day, so that’s more than enough data to get
an accurate view of what the child knows.” Participant H stated, “It’s mandatory for teachers to
input two activities per week, but I like to have enough documentation to see how the children
are progressing.” On the other hand, one teacher reported not being systematic with her
observations. Participant E said:
I really don’t collect data like I should, and that’s why it takes so much longer. For an
extreme case, I will collect data to get them introduced to the ESE [Exceptional Student
Education] program or speech services. If there is a real behavioral problem, I will
document the issue, so the child can receive appropriate services or interventions. So,
you’re pressing buttons that no one’s ever going to see. Parents are never going to see it. I
worked at two schools doing Head Start, six years total, and I cannot tell you one teacher
that has ever shown this to the parents.
Subfactor of Structural–Procedural: Checkpoint
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Another step in the assessment cycle is for teachers to interpret their data. In TS GOLD,
teachers are required to complete summative assessments called checkpoints. Checkpoints allow
teachers to enter their assessment decisions at the end of each marking period. Additionally, the
data from the summative assessment allows teachers to identify instructional gaps to help tailor
their instruction. Four teachers explained how the checkpoint feature on TS GOLD
individualized learning while saving instruction time. Participant F said, “We complete the
checkpoints, and the checkpoint pretty much analyzes the data for you. It tells you where the
students are for that particular quarter.”
Participant I also commented on the checkpoint data and said:
Once you put all the information in, TSG will analyze the data for you. It will tell you
which group of children are performing on a proficient level in all the learning domains.
It will also tell you the students who are performing below their age level. So, I look at
the data to inform my instruction by pulling a lot of small groups. I like to focus on the
children’s strengths and needs.
Two teachers reported not using the checkpoint data to drive student success. Participant
J stated, “I really don’t analyze the checkpoint data. The lead teacher looks at the data.”
Participant D said, “After it is done, I really don’t look at it. I just move on to the next cycle.”
The structural–procedural factor emphasized the importance of organizational features of
program practices. Five subfactors were derived from the structural–procedural factor. They
included TS GOLD resources, procedural, levels on TS GOLD, documentation procedures, and
checkpoints. There were nine teachers (90%) who utilized the intentional teaching cards to help
facilitate learning in the classroom. The intentional teaching cards helped teachers address
critical areas of learning and development. This positively influenced program implementation
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because the cards addressed one or more specific objectives while creating meaningful learning
experiences for the students. The teacher’s procedural duties were reported under the second
subfactor. Teachers were responsible for observing children throughout the day, having
responsive interactions in the class, implementing the learning objectives, and utilizing the
portfolios. These practices had a positive influence on implementation. The next subfactors, TS
GOLD levels, documentation procedures, and checkpoints, had a positive influence on program
implementation. Utilizing the color bands, conducting intentional observations, and analyzing
student growth after each assessment period are intended to be implemented by teachers to assess
the children’s learning and development effectively. On the other hand, three teachers (30%)
implemented practices that were not aligned with program goals, such as poor documentation
procedures and poor data analysis procedures (see Table 16).
Table 16
Structural–Procedural Factor
Structural–procedural factors
lesson preparation
assessment data

Positive influence

Negative influence

TS GOLD resources

Intentional teaching cards

Procedural

Responsive interactions
Student portfolio

Levels on TS GOLD

Color-coded bands

Documentation Procedures

Intentional observations

Poor documentation

Checkpoints

Analyzing student growth

Poor analysis procedures
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Factor: Structural–Educative
The structural–educative critical component examines the knowledge teachers need to
know to implement the intervention with fidelity (Century et al., 2010). Teachers reported one
structural–educative factor, which included teacher knowledge. Teacher knowledge refers to the
expectations of knowledge teachers must possess to maintain fidelity. There were two subfactors
assigned to this factor. These included educative and teachers’ experiences. This factor will be
defined and supported with illustrative quotes.
Subfactor of Structural–Educative: Educative
Responses were coded as educative when teachers referred to their level of knowledge
with the TS GOLD intervention. This subfactor highlighted features to characterize the teachers’
level of expertise as low, moderate, or proficient. Teachers drew on their expertise in describing
how it influenced implementation. Teachers identified and evaluated their levels of expertise.
Participant E said, “My level of competency, I guess, I still feel it’s low because I don’t really
understand everything on there; some of it is just silly. For mathematics, they will ask you
questions pertaining to third graders.” Additionally, Participant J commented, “Because I am
fairly new to TSG, I would say I’m at the beginner’s level.” Participant C stated, “Actually, I
would say I’m emergent as well. I wasn’t an education major. This is a new area for me, so,
some of the strategies and stuff are new and unfamiliar to me.”
On the contrary, Participant I emphasized that her level of competency was supportive in
implementing the TS GOLD intervention by stating:
Now that I am more familiar and comfortable with TSG, I would say I’m proficient with
it. Since I have been using it for over 5 years, I am very familiar with all the learning
objectives and what is expected from the program.
Subfactor of Structural–Educative: TS GOLD Experience
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Teacher knowledge also captured the teachers’ experience with the intervention. These
responses were coded as TS GOLD experience when teachers reported the number of years they
had been using TS GOLD. TS GOLD experience ranged from 2 to 7 years. Participant B said,
“This is the fifth year with it.” Participant A stated, “My fourth year in the classroom. Third-year
using teaching strategies.” Participant C commented, “For two years.” Participant D noted,
“Three years.” Participant E mentioned, “My experience is six years.” Moreover, previous
experiences with TS GOLD influenced implementation. Participant F said, “I have been using
TSG for seven years. It is easy to use TSG.”
The structural–educative factor examined teachers’ level of knowledge and experience
with the TS GOLD intervention. Four teachers (40%) categorized their level of knowledge with
the intervention as being proficient. Proficient was interpreted as having a thorough
understanding of the intervention and taking full responsibility for one’s work. Possessing these
skills can contribute to the teachers achieving high fidelity. Six teachers (60%) categorized their
level of knowledge as either moderate, low, or at a beginner’s level. These indicators can have a
negative influence on program implementation because these teachers may need supervision
when implementing certain program practices. Teachers reported their teaching experience with
TS GOLD, and I could not assign this to be a positive or negative influence on their
implementation. This was deemed to be discrepant data and not reduced further (see Table 17).
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Table 17
Structural–Educative Factor
Structural–educative factor
teacher knowledge

Positive influence

Negative influence

Educative

Level of expertise:
proficiency

Level of expertise: low,
beginner, moderate

TS GOLD experience

Discrepant data

Discrepant data

Factor: Instructional–Pedagogical
Instructional–pedagogical is the foundation of teaching and learning. It refers to the
instructors’ behaviors as they implement the intervention. Teachers reported multiple
instructional–pedagogical factors. Such factors included facilitation of learning and
development, green light adaptations, yellow light adaptations, and red light adaptations.
Facilitation of learning and development refers to teachers providing children with opportunities
for exploration and learning. There were three subfactors reported under this factor. These
included school readiness activities, pedagogical, and regard for student perspective. These
factors are an effective way to demonstrate quality assurance with an intervention to achieve
high levels of fidelity. These factors will be defined and supported with illustrative quotes.
Instructional–Pedagogical Subfactor: School Readiness Activities
School readiness activities refer to the interactions teachers have with children to support
the children’s social–emotional, language, literacy, cognitive, and physical development. All
teachers reported the school readiness activities that were implemented in their classrooms.
Many of the teachers implemented the academic basis of school readiness skills. Participant B
stated, “You’re just pointing out, oh, what pretty blocks did you build that tower with? You
wrote some letters in the sand, what other letters did you write?” Participant A said, “Focusing
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on the letters. We do a letter a week.” Participant F commented, “We read books with them. If
the child is having difficulty counting, we count with the children, 1–2–3.”
Participant I reported a school readiness activity she implemented in her classroom and
stated:
So, a hands-on activity would be the students building their names with letter blocks as
opposed to writing their names the traditional way, which is paper and pencil. All
throughout the day, we are addressing school readiness skills by helping them count,
identifying letters, using large vocabulary to support their language development, and
support their independence.
Additionally, one teacher echoed the importance of focusing on the academic basis of
school readiness as well as building a positive state of mind through social–emotional
development. Participant E commented:
From the moment they walk in, we are doing a lot of school readiness activities. They
write their names throughout the day. We are fostering independence. For example, the
children put their lunches in the trash, and then they know it’s time to get ready for [a]
nap. Social–emotional is the biggest; it is the number one thing in here. We have a
nurturing environment where they’re socially ready, and they feel good about themselves.
I think the number one thing academically is recognizing letters, letter sounds, and
writing their names.
Instructional–Pedagogical Subfactor: Pedagogical
Pedagogical refers to teachers guiding the children’s thinking and problem-solving skills
to integrate and embed information. Pedagogical strategies were cooperative learning,
scaffolding instruction, and differentiation of instruction. Participant B said, “The question of the
day, I think, is more for just having a discussion together. It’s mostly just getting them talking
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about it, to discuss it, and have a conversation.” Participant A commented on her scaffolding
techniques by stating:
We actually talk about the different parts of the tree. I have a chart, we label the leaves,
the flower, branches, the trunk, the roots, and then after that, we go into the steps of a
seed. Then we talk about the roots of a tree and say this is the trunk of the tree to make it
relatable.
Several participants discussed the importance of expanding the children’s cognition
through repetition. Repeated learning experiences give students the opportunities to have a new
level of understanding. Participant E stated, “Some of them have difficulty memorizing, so I
repeat and elaborate on a lot of things and take it from there and follow their pace.” Participant H
said, “If a child in my class is on a level 3 in language development, I make sure I repeat the
activities on a daily basis to ensure that the child will move up to level 4, 5, and so on.”
Additionally, Participant I commented, “I also use a lot of visual things and hands-on activities. I
think at this age, it is really important for the teacher to repeat a lot of the activities.”
Instructional–Pedagogical Subfactor: Regard for Student Perspective
Regard for student perspective refers to teachers intentionally emphasizing children’s
interests. In doing so, teachers can make appropriate decisions about providing children with
quality and responsive care. Participant F said:
We follow what the children want to do. We put them into our space and say, okay, you
like to play with water? Let’s go play with water. I will give you some sponges to fill it
up. We work on the things that the students like to do.
Participant B commented on how the TS GOLD intervention offers teachers flexibility
with their instruction to meet the needs of the children. Participant B replied:
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So, they have the unit of balls, but then within balls, you can choose like, the different
week’s topic so you can go with [what] kids are more interested in. Like different types
of balls, then you can go with that week’s study. If they’re more interested in making
their own balls, then you can go with that.
Participant E explained how supporting the children’s social–emotional needs was a
critical aspect of her classroom. Participant E reported:
If there is something wrong with them socially, they cannot learn. If they don’t feel
welcomed in the classroom, it’s going to be hard for the children to learn. A lot of our
children come from hard homes, so I try to provide a nurturing environment.
Teachers made several adaptations to the TS GOLD intervention. An adaptation can be
defined as making changes to an evidence-based program (EBP) to meet the needs of a program
without compromising its core components (Moore et al., 2013). There were three additional
factors reported under the instructional–pedagogical category. These included green light
adaptations, yellow light adaptations, and red light adaptations. Green light adaptations refer to
teachers tailoring learning activities and instructional methods to meet the needs of students. Five
subfactors were reported as green light adaptations, and these included choosing my own books,
English to Speakers of Other Languages (ESOL) adaptation, instructional grouping, choosing
alternative materials, and adjusting pacing for individual children. These factors will be defined
and supported with illustrative quotes.
Instructional–Pedagogical Subfactor: Choosing My Own Books
TS GOLD intervention has a children’s book collection to promote language literacy
skills. One participant (Participant B) made a green light adaptation to the read alouds and said:
Sometimes the read alouds are a little bit too wordy. A little bit for older grades, probably
like first-grade levels. They are just too lengthy. So, I usually choose my own book. I still
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follow their books, but I choose a lot of my own books. They’re still based on the topic.
It’s just [a] shorter preschool version.
Instructional–Pedagogical Subfactor: ESOL Adaptation
Another green light adaptation reported was meeting the needs of ESOL. This adaptation
had one vignette. Participant E said, “We have some children that are ESOL, so I make
adaptations for them. I repeat and elaborate on a lot of things and take it from there and follow
their pace.”
Instructional–Pedagogical Subfactor: Instructional Grouping
Additionally, a few teachers emphasized making adaptations to the intentional teaching
cards. These adaptations were made to meet the needs of students, which gave teachers the
opportunities to create instructional grouping in the classroom. Participant H said:
On Teaching Strategies GOLD, they will tell you that this age group needs this activity,
or this group needs another activity, but sometimes I have to change the activities.
Sometimes I have a mixed age group, so the activities are not appropriate for a particular
child. So, I make sure I use different teaching cards to meet the kids at their exact levels.
The concept of the activity remains the same. The card may tell you to use a specific
strategy depending on the level of the child.
Participant D said, “I adjust the activities depending on the levels of the children. I have some
children who can count 10 objects on their own. Then I have students who I have to say let’s
count together.”
Instructional–Pedagogical Subfactor: Choosing Alternative Materials
Teachers also indicated the need to make adaptations to the TS GOLD instructional
materials. Participant I reported:
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I make adaptations to the intentional teaching card or the mighty minutes. Those are
pretty much scripted in a sense. The cards tell you how you should implement the lesson.
If I don’t have all the materials for a particular card, I will use alternative materials or
items. For instance, say if one of the teaching cards wants you to use teddy bears for the
counting activity. If I don’t have access to the teddy bears, I can use other materials to
help them count.
Participant J commented on adjusting classroom materials and stated, “For example, I may not
have all of the materials, so I use other resources in my room to teach the card. The learning goal
is still addressed and remains the same, I just make adjustments to the materials.”
Instructional–Pedagogical Subfactor: Adjusting the Pace for Individual Children
Several participants shared that adjusting the pace for children played an important role
in the TS GOLD intervention. Participant E said, “To meet the needs of each individual child.
We are not passing them and telling them to catch up. Learning is a journey, so I pretty much
take them on their individual journey.” Also, Participant H commented, “I use the intentional
teaching cards. Some students may not get through with the activity, so I pretty much allow the
children to determine the pace of the activity.”
Instructional–Pedagogical Subfactor: Gaining Objectives Through the Spreadsheet
Yellow light adaptation refers to changing the order or sequence of activities. One
subfactor was reported as a yellow light adaptation. This included gaining objectives through the
spreadsheet. There are 38 learning objectives on TS GOLD teachers must measure. Three
participants created their own spreadsheets to ensure all areas of learning and development were
covered. However, changing the sequence of activities can undermine the understanding or skillbuilding of an intervention, which should be made with caution. Participant A said, “The way
they taught it to me was to follow these instructional teaching cards to guide my lesson plans. I
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follow my spreadsheet to gain the objectives. The spreadsheet guides my lesson plans.”
Participant I noted, “So, I developed a documentation schedule to make it easier for me. The
documentation schedule is effective for me because it helps me cover all the domains.”
Additionally, Participant D stated, “I use this kindergarten readiness checklist that assesses their
knowledge [of] colors, shapes, and numbers. Then based on what they know, I write it down on
my spreadsheet, and the spreadsheet is color-coded.”
Instructional–Pedagogical Subfactor: Using One Teaching Card
One teacher utilized one teaching card each week. This was reported as a red light
adaptation. Red light adaptation refers to reducing activities that prohibit participants from
practicing skills. On TS GOLD, teachers are required to follow the teaching guide. In the
teaching guide, teachers use more than one intentional teaching card for the week. Participant D
said, “I use one teaching card per week. So, I’ll do one math, one reading, or I’ll do a physical
one per week.”
Instructional–pedagogical factor examined the teachers’ behaviors with the TS GOLD
intervention. Overall, teachers reported behaviors that had a positive influence on program
implementation, such as implementing school readiness activities that target children’s academic
and social development, creating instructional groups to intentionally target areas of weaknesses,
using alternative materials to ensure activities are being fulfilled, and adjusting the learning pace
for each child. Two behaviors were captured under the negative influence of this factor. Three
teachers (30%) utilized their spreadsheets to gain the learning objectives on TS GOLD. This can
have a negative influence on program implementation because teachers are intended to follow
the scope and sequence of the intervention. With teachers developing their spreadsheets, they
could minimize the experiences children are expected to receive with the intervention.
Additionally, one teacher utilized one intentional teaching card per week. This had a negative
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influence on program implementation because this teacher undermined the intervention (see
Table 18). Using one intentional teaching card during the instructional week will make it
difficult for the teachers to cover all the areas of learning and development.
Table 18
Instructional–Pedagogical Factor
Instructional–pedagogical factor

Positive influence

School readiness

Letters
Counting
Fostering independence

Pedagogical

Question of the day

Regard for the student perspective

Following children’s lead

ESOL adaptation

Repeating and extending

Alternative materials

Selecting own materials

Choosing own books

Age-appropriate books

Instructional grouping

Small group instruction

Adjusting the pace for children

Individualized instruction

Gaining objectives through a
spreadsheet

Targeting objectives

Negative influence

Targeting objectives

Using a teaching card

Undermining
intervention
Note. Instructional–pedagogical factor includes facilitation learning and development, the red
light adaptation, the yellow light adaptation, and the green light adaptation.
Factor: Instructional–Student Engagement
Instructional–student engagement critical component focuses on students’ participation
during the intervention. One factor was assigned to instructional student engagement; this
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includes student interaction style with intervention. Instructional–student engagement is reflected
by the student contribution to group work, discussions, and readiness to take risks with
instructional content and materials. There was one subfactor assigned to the instructional–student
engagement factor. This included play-based learning. This factor will be defined and supported
with illustrative quotes.
Subfactor of Instructional–Student Engagement: Play-Based Learning
Play-based learning refers to teachers encouraging children’s learning and inquiry
through responsive interactions. The vignettes captured evidence of student engagement with the
intervention, which was reflected through play. Participant B enthusiastically endorsed playbased learning. Participant B stated, “TSG is play-based. So, you’re just playing, and you’re
talking about letters and experimenting with letters, and you’re learning it through play.”
One participant shared more detail as to how play-based learning works in terms of
student outcomes. Participant F said:
You’ll see how they start playing. They know what to do with each toy. When they play
in the kitchen. They start to share the food, and the next day they bring the baby doll to
[the] center. So, the children are learning through play.
Instructional–student engagement examined student expectations with the TS GOLD
intervention. Aspects of instructional student engagement included one subfactor, which was
student interaction style with the intervention. With TS GOLD, students are expected to interact
with the teacher, other students, and instructional materials through play. Five teachers (50%)
shared how students participate in play-based learning throughout the day. This factor had a
positive influence on program implementation (see Table 19) because teachers reported that
students were learning and making positive learning gains through play.
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Table 19
Instructional–Student Engagement Factor
Instructional–student engagement
factor

Positive influence

Play-based learning

Learning through playful
interactions

Negative influence

Discrepant Cases
Two discrepant cases were found during the data analysis process and reporting of data
findings for Research Question 2. These codes were deemed as duplicates, from either exact or
similar wording such as participants C, G, and J, who said, “For two years,” “This is my second
year using TS GOLD,” “I have been using TSG for 2 years now.” Even though these participants
reported their teaching experience with TS GOLD, I could not assign this to be a positive or
negative influence on their implementation. This was deemed to be discrepant data and not
reduced further. In retrospect, I should have probed further for a more definite answer.
Specifically, I could have used the following probing question, “What impact do you think your
teaching experience has on your implementation of TS GOLD?”
In summary, teachers indicated that their implementation was supported by key practices
they implemented. Many of the key practices implemented by teachers had a positive influence
on fidelity. Such key practices included intentional documentation, analyzing TS GOLD data,
responsive interactions, utilizing intentional teaching cards to implement learning activities,
teachers’ TS GOLD level of expertise, following children’s leads, and play-based learning
activities. On the other hand, some teachers implemented practices that could have hindered
fidelity and child outcomes, such as using one teaching card per week and utilizing their own
spreadsheet to implement the learning objectives.
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Qualitative data analysis resulted in the identification of 14 distinct themes that represent
potential influences on implementation as reported by teachers. The themes were:
a. facilitation strategies,
b. time spent on TS GOLD,
c. teacher enthusiasm,
d. student enthusiasm,
e. special program features,
f. lesson preparation,
g. assessment tools,
h. teacher knowledge,
i. facilitation of learning green light adaptation,
j. green light adaptations,
k. yellow light adaptations,
l. red light adaptations,
m. student interaction style, and
n. future modification strategies.
The definitions and organization of themes as developed by the qualitative coding
scheme were used in the data analysis (see Table 20). It is important to note that theme 14 (n),
future modification strategies, was not assigned to fidelity measurement. It will be discussed
further in Chapter 5, as they are a good conversation for further research and recommendations.
Further investigation into the teachers’ perception of FOI is presented in the findings from the
field notes.
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Table 20
Major Themes and Descriptions
Theme

Description

Facilitation Strategies

Training to support the efficacy of an
intervention.

Time Spent on TS GOLD

The amount of intervention received by
participants.

Teacher Enthusiasm

Teacher eagerness with the intervention.

Student Enthusiasm

Student eagerness with the intervention.

Teacher Knowledge

A body of professional knowledge.

Special Program Features

Unique features of a program.

Lesson Preparation

Process of teaching and learning.

Assessment Tools

Strategies used to measure student progress.

Facilitation of Learning and Development

Teachers guide the children’s thinking.

Green Light Adaptations

Tailoring learning activities and instructional
methods for participants.

Yellow Light Adaptations

Changing session order or sequence of activities.

Red Light Adaptations

Diluting program goals.

Student Interaction Style

Student interaction style with the intervention.

Future Modification Strategies

Strategies to improve TS GOLD implementation.
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Field Notes
There were two reflective practices used to guide the researcher’s findings from the field
notes. These practices included research setting access and examining norms and culture. Each
of these practices was guided by purposeful reflection questions to improve the quality of the
field notes and enhance the values and utility of qualitative data (Deggs & Hernandez, 2018).
Research Setting Access
Gaining access to research settings has been an issue that research methodologists have
written about extensively (Rossman & Rallis, 2017). The reflective questions were meant to
assist qualitative researchers in discovering the basis of the expectations. The following
questions were used in the first reflective practice: (a) “Did you enter the research setting with
any expectations?”, (b) “How easy was it to enter the research setting?”, (c) “Did you have to
become a member of the group to enter?”, and (d) “How did you exit the research setting?”
During each interview, I entered the research setting with a few expectations. First and foremost,
I expected participants to know that they were going to be studied. Each participant was provided
with details about the study as they read the informed consent document. This could have led to
participant bias where the interviewer provides answers they think the researcher would like to
hear. Consequently, I asked probing questions to generate verbal and specific information about
the implementation of TS GOLD.
On the other hand, providing participants with a lack of clarity can hinder the quality of
the data. For example, I stated, “What facilitation strategies are in place to ensure that you adhere
to Teaching Strategies GOLD? So, facilitation strategies are like the training, support, or
professional development?” Participant F responded:
I started using the Teaching Strategies GOLD program about 6 or 7 years ago. They
showed us the steps on how the program works, and I think the program is really good.
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You see the progress of each child. During the training, they gave us all the tips on how
to work easily with each child. Now everything is online. Before, we had to write down
all documentation and the children’s individualization forms.
I asked a follow-up question and stated, “What kind of tips did they introduce you to
during the training?” Participant F replied, “For example, how to take the documentation and
how to play and interact with the child.”
It was easy to enter the research setting because I developed a research–participant
relationship so teachers could feel comfortable with sharing their perceptions about the TS
GOLD intervention. I achieved a researcher–participant relationship by ensuring participants
understood their responsibilities if they agreed to participate in this doctoral project study. I did
not have to become a member to enter the setting; however, I reiterated the purpose of the study,
the research procedures, and methods to protect confidentiality for clarity and understanding of
our roles in this study. It is important to note that I did not enter the physical setting of the
research study in order to adhere to the COVID-19 protocols. Therefore, I used Zoom as a
research tool to record my field notes.
Examining Norms and Culture
The following reflection questions were used to examine the norms and culture: (a)
“What were the norms in the setting?”, (b) “How would you describe the culture of the setting?”,
(c) “Was there a display of power in the setting? Who controlled it?”, (d) “Did you notice the
composition of the people in the setting?”, and (e) “What did it tell you about the dynamics
within the setting?” Due to COVID-19 restrictions, I could not examine the norms and culture
entirely. However, there were notable advantages of using Zoom. This allowed me to get a quick
snapshot of the norms and culture. Specifically, teachers had access to a series of screening tools
while using Zoom. This allowed teachers to share some of the resources used to assist them in
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implementing TS GOLD. Most teachers shared the intentional teaching cards they use to
implement the learning activities. Additionally, some teachers displayed the adaptations they
made to TS GOLD, such as the alternative materials and the spreadsheets used to gain the
learning objectives.
Chapter Summary
This section reviews the research questions and field notes and summarizes each finding.
Research Question 1 asked what multidimensional approach to fidelity measurement for school
readiness outcomes is being used by teachers who are implementing TS GOLD as reflected on
the FLKRS at the study site? Five themes emerged from this research question. The themes were
time spent on TS GOLD, teacher enthusiasm, student enthusiasm, facilitation strategies, and
special program features. These themes were then assigned factors that reflected key elements of
fidelity. Such factors included adherence, exposure, quality, responsiveness, and differentiation
factors. These factors had a positive effect on program implementation (i.e., increased the
likelihood of implementing TS GOLD with fidelity) or a negative effect (i.e., implementing the
program with poor fidelity). Teachers indicated that their implementation was supported by the
wide range of professional development opportunities, the content of the professional
development, material support, positive experiences with child engagement, TS GOLD learning
studies, and the effectiveness of the strategies offered on TS GOLD. These positive influences
provide high-quality preschool preparation for students.
In contrast, implementation barriers were time constraints, technical assistance, the
inappropriateness of literacy activities, negative perceptions of the child-based assessment, and
no referral system. The teachers’ suggestions for improving the TS GOLD intervention were
adjusting the language objective, condensing the learning objectives, using TS GOLD more
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widely, and creating a referral system for children at risk for school failure. These suggestions
will be discussed further in Chapter 5, as they are a good conversation for further research and
recommendations.
Research Question 2 asked what key practices do teachers use when implementing TS
GOLD with fidelity to impact school readiness outcomes as revealed on the FLKRS at the study
site? The overall findings provide insight into the relationship between teacher perceptions,
fidelity, and the interactions as they implemented the intervention in their classrooms. The
majority of the key practices implemented by teachers had a positive influence on fidelity. Such
key practices included intentional documentation, analyzing TS GOLD data, responsive
interactions, utilizing intentional teaching cards, teachers’ level of expertise, following the
children’s lead, small group instruction, student portfolios, and play-based learning activities.
Some teachers implemented practices that could have hindered fidelity and child outcomes, such
as using one teaching card per week and creating their own spreadsheets to target the learning
objectives. Further investigation into the teachers’ perceptions of FOI was presented from the
field notes. It was revealed that teachers have a large range of TS GOLD resources to assist them
in implementing the intervention. In the next chapter, I will share the interpretation of the
findings, the limitations of the study, recommendations, and implications of the results.
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Chapter 5: Discussion, Implications, and Recommendations
This study’s purpose was to assess the FOI of the school readiness/kindergarten
preparedness program and the training being used, called TS GOLD, through the perceptions of
preschool teachers from a Head Start program in southeastern Florida using a qualitative
approach. The study’s goals were to examine the teachers’ perceptions to understand better the
problem of intervention fidelity and to gain knowledge to improve program school readiness
outcomes through FOI. The main conclusions from the study were that fidelity factors influenced
program implementation, teachers’ perceptions of the intervention provided additional
information about the interactions between perceptions and fidelity, and key practices
implemented by the teachers enabled teachers to meet program objectives. Within this chapter,
the findings and the implications for each research question will be discussed, along with the
study’s limitations (potential weaknesses regarding interpretation and validity) within the context
of the study design, the implications of the study’s findings, and recommendations derived from
the study.
Discussion for Research Question 1
Research Question 1 explored the relationship between fidelity measurements and school
readiness outcomes. Five common factors were prominent in fidelity measurement with the TS
GOLD intervention: (a) adherence, (b) exposure, (c) quality of delivery, (d) student
responsiveness, and (e) differentiation. Each factor has a dynamic dimension and explains how it
influences fidelity. Each factor is described in detail in the following sections.
Adherence
Data associated with this factor indicated that adherence is the driving force behind the
TS GOLD intervention. Facilitation strategies were consistent with all teachers to optimize
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adherence with TS GOLD. Participants cited the following facilitation strategies: professional
development, the content of the intervention, and organizational support. These findings relate
directly to the literature on FOI with school readiness programs. McClelland et al. (2019) stated
that coaching, adherence, and professional development played a vital role in the RLPL
implementation. Teachers received coaching support to ensure all mechanisms of the RLPL
intervention were implemented. Webster-Stratton et al.’s (2011) research noted that teachers who
received additional support tend to make significant changes in their instruction and
implementation. However, participants in this research study expressed that this moderator did
not allow them to reflect on their teaching practices. Specifically, the technical assistance
provided teachers with feedback regarding their checkpoint data, thus impacting the level of
adherence if teachers do not understand the need for ongoing observations.
McClelland et al.’s (2019) results found that participating teachers adhered completely to
the content of the intervention, which allowed them to implement the intervention effectively.
These results paralleled the perceptions of teachers who were implementing TS GOLD.
Participants expressed how the professional development was engaging, thus allowing them to
learn in-depth knowledge about the content of the intervention, such as taking ongoing
observations, responsive interactions, and learning objectives. High-quality training such as roleplaying and timely feedback has been shown to positively impact program implementation
(Durlak & DuPre, 2008). Some facilitation strategies resulted in positive teacher perceptions of
TS GOLD.
In examining adherence, it is important to consider some aspects of complexity. This is
known as intervention complexity. There are three broad ways to think of intervention
complexity. The first perspective includes the number of components within an intervention.
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Data from the interviews are consistent with the literature on intervention complexity. Thomas et
al. (2022) stated it could be difficult to understand which components are most important and
which are responsible for intervention effects. TS GOLD consists of several components, such as
ongoing observations, student portfolios, and summative assessments (Kim, 2016). Some
participants cited poor adherence to the ongoing documentation, while others thought the
summative assessments were more important than the observations. However, ongoing
observations are needed before the summative assessment of the intervention can be activated.
Different perspectives about components of the intervention were commonly reported during the
interviews.
The second perspective of intervention complexity examines two levels of interactions.
The first and simplest level is interactions between intervention components. The second level is
interactions between the intervention and its context. Intervention complexity can have a few
implications on program adherence. Thomas et al. (2022) stated that complex interactions might
require different methods of analysis. The complexity of the TS GOLD intervention arose when
teachers had to record student observations. Student observations must cover over 30 learning
objectives for each checkpoint date. According to Kim (2016), teachers are required to have at
least one piece of documentation for each learning objective. However, some participants
expressed having gaps and holes in their documentation. Issues like this need to be considered
because interventions with unclear processes and outcomes might result in poor adherence
(Century et al., 2010). The first two perspectives on intervention complexity were captured under
the exposure factor. It can be challenging to measure the accuracy of adherence because the
details overlap with the dosage measurement (Century et al., 2010). According to Century et al.
(2010), adherence is used as the driving force of FOI within their framework. FOI is defined as
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“the extent to which the critical components of an intended program are present when that
program is enacted” (Century et al., 2010, p. 202).
The third perspective captures how the intervention interacts within a preexisting system.
Several participants discussed the preexisting system of TS GOLD. Specifically stating how the
tools and resources on TS GOLD leveraged over the years to improve student outcomes.
Investing in better infrastructure positively impacted the system as a whole. One veteran teacher
reported that technology improved significantly because the student documentation was
completed manually; now, each student has an online portfolio. This dynamic feature allows
teachers to plan and individualize instruction (Kim, 2016).
Another participant stated that TS GOLD had embedded additional project-based
investigations. She shared how project-based investigations provide children with meaningful
learning experiences. In sum, demonstrating knowledge about program adherence played an
important role in the practices needed to achieve fidelity. All participants described how
knowledge about program adherence was achieved through a variety of strategies, such as
professional development and active ingredients of the interventions to promote adherence to the
intervention. Unfortunately, technical assistance could have hindered TS GOLD fidelity because
teachers were not provided with specific feedback on their implementation.
Exposure
All participants expressed ownership with exposure to the TS GOLD intervention. This
factor answered questions about the number of interventions students received. Examples of
questions included, “What was the duration of the unit?”, “How much time was spent on the
lesson?”, “Were the materials present?”, and “What type of assessment tools did teachers
utilize?” (Century et al., 2010). Teachers at the selected study site did not have a consistent
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vision about the exposure to TS GOLD in the classroom. Practices varied widely and data from
the interviews revealed that there was no school-wide expectation for program exposure.
However, most of the teachers utilized TS GOLD almost every day, both regarding the amount
of interventions students received and how often student documentation was uploaded. The
literature on program fidelity further supports the importance of exposure with an intervention.
Specifically, teachers who implemented the RLPL intervention twice a week for 15–20 minutes
increased the learning opportunities in the classroom to support children’s school readiness
skills. Additionally, findings revealed that the amount of exposure delivered with the GRS
intervention had a positive impact on children’s school readiness skills (Marti et al., 2018).
Furthermore, data from the interviews revealed some barriers that impeded the amount of
exposure to the TS GOLD intervention, including time constraints, too many learning objectives,
missing documentation, literacy activities, and no referral system. There was a stronger emphasis
placed on the time constraints with the intervention. The current level of exposure is particularly
important with program fidelity. Century et al. (2010) expressed that when high levels of fidelity
are achieved, teachers are more likely to maintain high fidelity. Correspondingly, persistent
exposure may be hindered if teachers are having trouble implementing the intervention
(Lohrmann et al., 2013).
Quality of Delivery
Data from the study indicated teacher quality toward the TS GOLD intervention could
positively or negatively impact program implementation. Quality examines the teachers’
readiness, eagerness, and interaction style in using the program (Century et al., 2010). Quality of
delivery answers questions about how the instructor delivers the curriculum. Examples of
questions included, “Was the instructor’s enthusiasm evident?”, “Was the instructor engaged in
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delivering the content?”, “Was the instructor making sure that students were engaged, that
students were understanding the material and if not, doing something to change that?”, and “Was
the instruction explicit? strategic? systematic? scaffolded?” (Mellard, 2010, p. 7). The literature
on teacher quality corroborates the findings from this study. Several participants reported their
excitement for the TS GOLD intervention. Researchers identified responsiveness as the key
measurement of program fidelity (Schechter et al., 2017). Findings indicated that enthusiasm
toward the intervention promoted student motivation for learning.
On the other hand, nonparticipant classrooms with less engaged teachers did not
positively impact the children’s reading skills (Schechter et al., 2017). Data from this study
revealed that several teachers cited not having enthusiasm for the TS GOLD intervention.
Despite this perception, these teachers stated that they have an enthusiasm for teaching because
they were unsure about the impact the intervention had on child outcomes.
Student Responsiveness
Student responsiveness refers to the extent to which children are actively engaged with
the intervention. Data associated with this factor indicated that learning activities and teacher
influence had an impact on student responsiveness. The literature surrounding child engagement
has been captured differently across studies. Specifically, Domitrovich et al. (2010) suggested
that coaches should use a scale from 1 (very few) and 4 (nearly all) to evaluate if the students are
positively engaged in the activity. Marti et al. (2018) stated that GRS coaches completed a 4item form rating to measure child engagement. However, measuring student engagement
presents obstacles because students tend to demonstrate different levels of engagement (Tan et
al., 2014). Therefore, it is difficult to determine whether the intervention is being enacted as
planned (Tan et al., 2014).
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Differentiation
Data from the interviews pointed out several factors of program differentiation.
Differentiation indicates the unique features of a program that makes it distinct from other
interventions and determines elements that are essential for success. However, if essential
program elements are difficult to implement, they may hinder the intended outcomes. There are
three levels to program differentiation that should be considered when assessing fidelity. These
levels include (a) a measure focused on how the content or delivery of the delivery is different
from a second intervention, (b) a measure focused on how the content or delivery of the
intervention is different from a business-as-usual control group, and (c) a measure focused on
specific adaptations an intervention provider makes to an intervention protocol to maximize the
intervention’s impact on student outcomes (Gage et al., 2020, p. 8).
Differentiation for the TS GOLD intervention consisted of teachers explaining the unique
features of the intervention. Teachers cited the following under this factor: valuable resources,
helpful tips, and an evidence-based program. Overall, the teachers felt favorable about the
resources and strategies offered on TS GOLD because it facilitated effective teaching.
Additionally, a teacher reported that because TS GOLD is an evidence child-based intervention,
it helps her learn about all the areas of learning and development. According to former President
Obama’s 2013 State of the Union address, states are required to “implement comprehensive data
and assessment systems” to receive federal funding (The White House, Office of the Press
Secretary, 2013, p. 4). In response to this mandate, early learning programs such as Head Start
utilize the child-based assessment called Teaching Strategies GOLD (The White House, Office
of the Press Secretary, 2013). TS GOLD is an effective ongoing monitoring system that tracks
children’s school readiness skills (Kim, 2016). Additionally, Fantuzzo et al. (2011) showed that
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high-quality early learning programs such as Head Start are effective at promoting school
readiness because they utilize evidence-based programs for preschool curricula such as EPIC.
EPIC is a comprehensive “playful learning” curriculum that supports children’s math, language,
literacy, and behavioral skills. Researchers argued that the curriculum was effective, and children
demonstrated significant gains in language literacy and math compared to the control curriculum
(Fantuzzo et al., 2011).
Discussion for Research Question 2
Research Question 2 explored the key practices teachers implemented while utilizing TS
GOLD to impact school readiness. Four common factors were prominent in the key practices.
Such factors included structural–procedural, structural–educative, instructional–pedagogical, and
instructional–student engagement. Each factor has a dynamic dimension as to how it influences
fidelity. Each factor is described in detail in the following sections.
Structural–Procedural
The structural–procedural critical component focuses on the teachers’ responsibilities
with intervention materials. This includes lesson preparation, assessment tools, and the presence
of materials (Century et al., 2010). The conclusion drawn from this factor was that teachers
utilized instructional materials from TS GOLD to drive their instruction. Some teachers used the
data from the checkpoints to implement small group activities. The small group activities
consisted of students with similar learning needs. Small group instruction allows students to
master a specific skill. This practice could lead to positive student outcomes, not as a function of
fidelity. Some teachers did not use data to drive their instruction because observations were not
taken daily. Therefore, this could have led to poor fidelity of the intervention.
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Structural–Educative
The structural–educative critical component examines what the teachers need to know. It
acknowledges the teachers’ content background, pedagogical background, and knowledge of
assessment (Century et al., 2010). The data showed that the teacher’s level of expertise
contributed to their perceptions of TS GOLD. Teachers with less experience reflected on their
level of expertise. However, reflective practices are more than just being aware of experiences
and thoughts; teachers must be allowed to analyze these thoughts to integrate new knowledge
and develop new perspectives about the intervention they are implementing. This supports the
conclusion that teachers would need more technical assistance to improve their practices to
increase their fidelity. Teachers with positive perceptions of TS GOLD utilized key practices to
implement the intervention more fully, which may lead to positive child outcomes.
Instructional–Pedagogical
Instructional critical component refers to the practices that should take place in the
classroom by the instructor (Century et al., 2010). Instructional–pedagogical critical component
focuses on the instructor’s behavior and interactions with students while implementing the
intervention. Examples of critical components within this subcategory were revealed during the
interviews. Teachers facilitated the student’s language development by asking them the question
of the day from the TS GOLD curriculum. Additionally, while implementing the program,
teachers utilized the mighty minutes and the intentional teaching cards. The findings imply that
the expectations for the instructor’s behaviors positively influenced program fidelity.
Instructional–Student Engagement
Instructional–student engagement critical component focuses on students’ participation
during the intervention. Student engagement is reflected by the student contribution to group
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work, discussions, and readiness to take risks with instructional content and materials (Century et
al., 2010). Students participated in the intervention through play-based interactions. Play-based
learning consists of both child-initiated and teacher-supported learning. Data from the interviews
revealed that teachers encouraged children’s learning and inquiry to stretch their thinking to a
higher level.
Limitations
There are several limitations to the current study. The first limitation is related to my
experience in using qualitative data collection, such as interviews and field notes. This is my first
in-depth qualitative study; therefore, my research skills are limited. However, as a novice
researcher, specific strategies were adopted to ensure the credibility of the research findings.
Such strategies included meticulous record-keeping ensuring interpretations of data were
consistent and transparent. Additionally, conducting an IRR with my faculty member, Dr.
Basham, to agree on how to code the same content and include verbatim descriptions of the
participants’ accounts to support the findings.
The second limitation is related to the COVID-19 pandemic. Due to the COVID-19
pandemic, I had to conduct a basic qualitative case study. Under normal circumstances, my
qualitative case study would have consisted of interviews and observations. This could have
strengthened my ability to explore more trends. A further limitation was that, as a former master
teacher specialist, I had formed my ideas about program fidelity. However, reasonable measures
were taken to address this limitation. Such measures included inviting participants to review the
transcriptions of the interviews to avoid misrepresentation or omission. Moreover, for this
doctoral study, 10 participants were chosen. The participants were selected because they met the
criteria for the study’s objective. Therefore, the findings from this research study are only
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relevant to the selected study site, and no generalizations can be made regarding other school
readiness programs.
Implications
This study’s purpose was to explore the teachers’ perceptions of the fidelity of
implementing TS GOLD. These experiences, perceptions, and recommendations of teachers
from this study can impact the educational community on micro and macro levels. On a micro
level, this study will provide qualitative evidence of the effectiveness of a school readiness
program. This study, along with many other studies, strengthens the notion that early learning
programs are beneficial. However, it is important to understand the teachers’ perceptions of the
intervention being implemented to maximize initiative effectiveness. On a macro level, because
school readiness outcomes are near zero for many programs (Barnett et al., 2018), this study will
contribute to the literature on intervention fidelity with school readiness programs. Additionally,
the information in this study will help practitioners improve their practice and policies in schools
that may be similar to the study site. This study provides recommendations and suggestions for
improving program implementation. Teachers in this study provided practical modifications for
improving school readiness outcomes. Specifically, it was recommended that TS GOLD should
provide streamlined processes to identify students who are at risk for school failure. Such
streamlining should refer students for further evaluation to ensure their educational needs are
being met.
Another modification to the TS GOLD intervention was adjusting the language
expectations. Schools can help facilitate this modification by offering opportunities to help
teachers to improve their pedagogical practices. Teachers must be offered training and
opportunities to expand their education to strengthen school readiness. Teachers must have a
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thorough understanding of child development, early childhood trends, and early childhood
implications for supporting the children’s learning and development. Landry et al. (2011)
showed that teachers who participated in a variety of professional development throughout the
school year improved their language and literacy instruction. Results suggested that children had
significant learning gains when teachers received professional development for two years.
Additionally, Scarparolo and Hammond (2017) examined the impact of professional
development on early childhood educators’ direct teaching of beginning readers. Participating
teachers agreed that professional development provided practice opportunities to improve their
instructional strategies.
Exploring the teachers’ perceptions on the fidelity of implementing a school readiness
intervention has meaningful, practical application in the field of early childhood education. Early
childcare programs must value the teachers’ insights and include measures of fidelity to improve
program service and instruction. Data from the interviews revealed supports and barriers to
program implementation. These supports include instructional materials and resources on the TS
GOLD website, and barriers include considerations such as time constraints, developmental
appropriateness of activities, and the 38 learning objectives. These findings may be useful in
future intervention design and implementation. Programs need to assist teachers in overcoming
barriers and increase support.
Additionally, programs must use accurate measures of fidelity to ensure teachers are
implementing the intervention with high fidelity. This study showed that organizational support
looked for one aspect of fidelity, which was adhering to the checkpoint periods. Implementing
more than one measure of fidelity can increase children’s outcomes (Marti et al., 2018). The
findings from the teacher interviews demonstrate that teachers have varied views about the TS
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GOLD intervention. Additionally, programs may also gain from interviewing teachers to
determine if certain adaptations should be modified. This will address the issue of intervention
complexity by ensuring all teachers understand the importance of program components. If any
adaptations need to be made to the intervention, the adaptation should be a school-wide
expectation.
Recommendations for Practical Application
The qualitative findings offered insights into practical modifications that could be
implemented to improve program fidelity with TS GOLD. Participants provided a lesson on how
the program can support their staff with the implementation of TS GOLD by condensing learning
objectives, adjusting the language expectations, establishing a referral system, and using the
program more widely. In TS GOLD, there are over 30 objectives for learning and development.
Teachers are required to regularly monitor the number of documentation for each objective or
dimension. Many teachers reported spending most of their time observing and collecting student
data. The goal of TS GOLD is to assess the whole child; however, it is becoming more like
standardized testing because teachers are constantly rating children on all the learning objectives.
In addition to that, students are being assessed on skills that they were never exposed to,
especially if the teacher is missing documentation on a specific skill (Kim, 2016). Therefore, the
motivator behind the interactions teachers have with children is simply driven by the data on TS
GOLD. Teaching to the data on TS GOLD intensifies the ongoing observational assessment that
is required by all teachers. To help reduce the complexity of implementing this observational
assessment, researchers have suggested providing more learning support, particularly with
curriculum, assessment, and professional development (Barnett et al., 2018). FLKRS data from
the selected study site revealed the need for more organizational support. Specifically, only 3.4%
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of students were ready for kindergarten during the 2021–2022 school year (FLDOE, 2022).
Therefore, more rigorous and regular evaluations are needed to identify what is working and
what can be done to promote higher rates of school readiness success (Barnett et al., 2018;
Lipsey et al., 2018).
Furthermore, one of the most appealing features of TS GOLD is the emphasis on creating
individual learning plans for each child. It is important to recognize children who might benefit
from special help, screening, or further evaluation. Therefore, it would be applicable for the
agency to dissect these learning plans to determine appropriate steps for children’s learning
experiences. Another practical modification is for the educational community to use TS GOLD
more widely. Teachers reported that they are spending so much time inputting documentation,
but when children go to the next grade, no one is looking at the data. If the system can be
adopted more widely, it may increase teacher fidelity and promote school readiness success.
Most teachers in the study utilized instructional materials to differentiate instruction. However,
some students require more individualized instruction than others. Georgia’s GELDS has
demonstrated the importance of implementing one collaborative resource to prepare children
better for academic success (Fonseca, 2017). Specifically, Georgia has a Work Sampling System
that follows children from preschool to elementary school. This streamlined approach will help
teachers get the support they need to provide appropriate interventions for students who are
underachieving or experiencing behavioral difficulties (Fonseca, 2017). Additionally, the
continuity of learning could increase the FOI of TS GOLD.
Recommendations for Future Research
The selection of early childhood interventions was discussed in Chapter 2 to support the
efficacy of FOI in early learning programs. Specifically, one intervention is called Red Light,
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Purple Light (RLPL) circle time game. The intervention includes music and movement games to
support young children’s self-regulation skills (McClelland et al., 2019). The researchers
examined different dimensions of fidelity, including dosage, adherence, responsiveness, and
quality of delivery. Participating teachers adhered completely to the content of the intervention,
which allowed them to implement the intervention effectively (McClelland et al., 2019). This
study supports the efficacy of implementing school readiness programs using fidelity
measurements. Specifically, adherence, professional development training, and coaching support
played roles in the RLPL implementation.
Moreover, this doctoral study used a qualitative case study approach to examine the FOI
of TS GOLD. Douglass et al.’s (2019) study strengthened my choice of using a qualitative case
study. The researchers used different data sources such as focus groups, individual interviews,
and observations to add validity to the study. The case study approach produced rich data and
identified interactive strategies to bridge the gap between parent leadership and school readiness.
Additionally, Douglass et al.’s (2019) study strengthened the importance of parent engagement
or parent leadership to improve school readiness outcomes. To increase the efficacy of TS
GOLD, researchers can include parents in the study by measuring their perceptions and
knowledge of the intervention. The data may suggest an opportunity for school readiness
programs to include more parent engagement activities. Additionally, the survey can measure
progress and improvement, specifically describing differences parents may have noticed in their
child’s learning. This data may allow school readiness programs to make adjustments to ensure
children are prepared for the next grade.
The conceptual framework for this doctoral study was guided by the work of Century et
al. (2010) to assess the teachers’ perceptions of the FOI of TS GOLD. The FOI framework is
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derived from the Center for Elementary Mathematics and Science Education (CEMSE) at the
University of Chicago. The CEMSE project focused on reforming underperforming schools in
the Chicago School District by developing instruments for measuring FOI with five evidencebased interventions (Century et al., 2010). The project focused on science and mathematics;
however, the FOI framework can be applied to interventions in education and other fields
because of the framework’s development and critical component identification (Century et al.,
2010). Two main types of critical components have been measured in the FOI literature:
structural and process components. Prior FOI research indicates that quality investigations of
FOI require the measurement of both structural and process components (Century et al., 2010).
My investigation of FOI will allow educators to implement TS GOLD with greater
fidelity by measuring critical components. Specifically, using instructional materials as the key
to intervention implementation (Century et al., 2010). The desired outcome of an intervention is
influenced by critical components outside the materials themselves. Therefore, it is important to
determine how these components are used for fidelity (Century et al., 2010). This doctoral study
supports the efficacy and effectiveness of including and measuring critical components in FOI
studies that lead to high fidelity.
Additionally, the application of the FOI framework in a qualitative context could consist
of observing two classrooms over the course of 3 weeks during year 1 with a more targeted
follow-up observation in year 2. Specifically, the research can be conducted in one school that is
new to TS GOLD and one school that had participated in the project from its inception. By
examining two different schools, researchers can determine if the use of certain factors will
produce different outcomes (Creswell, 2009).
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Another alternative approach will include expanded interviews with the Early Learning
Coalition leadership staff and interviews with the teacher specialists assigned to the school
readiness programs. Stakeholders’ determination on curriculum decisions for instructional
practices influences how teachers teach and how students learn (McGee et al., 2013). On the
other hand, quantitative data could be used to gather comparison data for kindergarten through
second grade to assess any differences in outcomes. The longitudinal analysis can base data on
standardized testing, retention, absenteeism, and special education referrals and services.
Moreover, this doctoral study was bounded by a small number of teachers; therefore, it
does not provide enough data to generalize the findings. Further research in this area should
include a large number of teachers with diverse backgrounds and experiences. In doing so, this
will expand the levels of fidelity and perceptions. Additionally, including other child outcome
measures would also allow for exploration of the potential impact of fidelity on school readiness
skills beyond what was explored in the current study. The next steps toward understanding the
fidelity of TS GOLD could include examining programs that use other child-based assessments.
Such studies can explore which child-based assessment had a greater impact on children’s school
readiness skills. Furthermore, studies examining this topic should include measures of fidelity
such as classroom observations. Observations would allow the researcher to measure and analyze
the degree to which the program is implemented.
Chapter Summary
This study’s purpose was to explore the relations between fidelity and teacher perceptions
to understand better the experience of teachers implementing a school readiness/kindergarten
readiness intervention. Qualitative findings provided insight into teachers’ perceptions of TS
GOLD and various barriers and supports to program implementation. These findings may be

138
used by early childhood programs to support implementation fidelity, although findings showed
no relationship between fidelity and child outcomes. However, further exploration with various
measures of fidelity may yield significant results. The study suggests that teachers should not be
the main implementers but rather provide support to ensure a high level of child outcomes. This
study offers an example of some of the complexity that interacts to impact various aspects of
implementation. Additionally, this study focused on multiple factors of fidelity and critical
elements of fidelity from the FOI framework developed by Century et al. (2010) to test the
efficacy of the school readiness program. In closing, as early childhood programs grow, adapt,
and change, it is necessary to include teachers’ perspectives in program evaluation. Teachers’
experiences can provide essential information to maximize the effectiveness of the program and
lead to benefits for instruction and interaction for children.
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Appendix A: Informed Consent Form
I want to thank you for taking the time to meet with me today.
My name is Shucrea Victor-Cameron. I am a doctoral candidate at Abilene Christian University.
The purpose of my doctoral study is to assess the perception of the school readiness/kindergarten
preparedness program and training being used, called Teaching Strategies [TS] GOLD®.
I would like to talk to you about your perceptions of implementing TS GOLD®.
The interview will be approximately 30 minutes. I will be taping the session because I don’t
want to miss any of your comments. Although I will be taking some notes during the session, I
can’t possibly write fast enough to get it all down. Because we’re on tape, please be sure to speak
up so that we don’t miss your comments.
All responses will be kept confidential. This means that your interview responses will only be
shared with research team members, and we will ensure that any information we include in our
report does not identify you as the respondent. Remember, you don’t have to talk about anything
you don’t want to, and you may end the interview at any time. There will be no repercussions if
you decide to opt-out.
Are there any questions about what I have just explained? Are you willing to participate in this
interview?

__________________
Interviewee

__________________
Witness

______________________________________
Legal guardian (if interviewee is under 18)

__________
Date

159
Appendix B: Attribution Statement for the Interview Protocol Refinement Framework
Chapter 3 contains an adaption of Preparing for Interview Research: The Interview
Protocol Refinement Framework by M. Castillo-Montoya and is used under a CC BY-NC-SA
4.0 license. Changes included rewriting the interview alignment matrix and adding original
material.
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Appendix C: Interview Alignment

Fidelity
RQ1: What
multidimensional
approach to
fidelity
measurement for
school readiness
outcomes is
being used by
teachers who are
implementing TS
GOLD® as
reflected on
FLKRS at the
study site?

School
Readiness
Outcomes

Teachers

TS
GOLD®

X

X

X

X

Interview
Questions
1. What
facilitation
strategies (e.g.,
training, support,
or professional
development) are
in place to
ensure you
adhere to TS
GOLD®?

2. How much
time is spent on
TS GOLD®?
What are the
barriers that
impede the
amount of
dosage
prescribed by the
program?

X

X

FLKRS
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3. What is your
level of
knowledge or
experience with
implementing TS
GOLD®?

X

4. How does
your engagement
or enthusiasm
with TS GOLD®
impact the
students’
engagement?

X

5. What
adaptations do
you make with
the curriculum?
Why are you
making these
adaptations?

X

6. What
instructional
strategies do you
use to ensure you
are promoting
school readiness
with TS
GOLD®?

X

RQ2: What key
practices do
teachers use
when
implementing TS
GOLD® with
fidelity to impact
school readiness
outcomes as
reflected on

X

X

X

X

X

X

X

X

X

X

X

X
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FLKRS at the
study site?
Interview
Questions
6. What
resources are
available to you
that assist you in
implementing TS
GOLD®
processes and
procedures?

X

7. Describe the
system for
collecting and
analyzing
intervention data
frequently to
monitor student
progress during
the TS GOLD®
process fidelity?

X

X

X

X

X

X

X

X

X

X

X

X

X

8. How are
formative and
summative data
shared with
school leaders to
determine if the
intervention is
being
implemented as
intended?
9. Are there any
problems
associated with
implementing TS
GOLD® with
fidelity? If so,
please explain.

X
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10.
What
components of
TS GOLD® do
you think need to
be modified?

X

X

X

164
Appendix D: Types of Interview Questions
The purpose of this protocol is to generate verbal and specific information about the
implementation of TS GOLD®.
Types of Questions

Explanation of Types of
Questions

Example of Types of
Questions

Introductory Questions

Neutral questions.

What is your level of
knowledge or experience with
implementing TS GOLD®?

Elicit general information.
Transition Questions

Questions that are linked to
the key question being asked.

How does your engagement or
enthusiasm with TS GOLD®
impact the students’
engagement?

What adaptations do you make
to the curriculum? Why are
you making these adaptations?

What instructional strategies
do you use to ensure you are
promoting school readiness
with TS GOLD®?
Key Questions

Questions that are most related What resources are available
to the research questions.
to you that assist you in
implementing TS GOLD®
processes and procedures?

How much time is spent on TS
GOLD®? What are the
barriers that impede the
amount of dosage prescribed
by the program?

How are formative and
summative data shared with
school leaders to determine if
the intervention is being
implemented as intended?
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Describe the system for
collecting and analyzing
intervention data frequently to
monitor student progress
during the TS GOLD®
process fidelity?
Closing Questions

Provide opportunities for
closure.

What components of TS
GOLD® do you think need to
be modified?
Are there any problems
associated with implementing
TS GOLD® with fidelity? If
so, please explain.
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Appendix E: Close Reading of Interview Protocol
Aspects on interview
protocol.
Interview protocol
structure.
Questions are factual.
Key questions are
placed throughout the
interview protocol.
Interview questions
provide opportunities
for closure.
Provide follow-up
questions.
Writing of interview
questions and
statements.
Questions are free
from spelling errors.
One question is asked
at a time.
Questions are openended.
Question allows
participants to
describe their
feelings, experiences,
and perceptions.

Yes

No

Feedback for
improvements
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Appendix F: Field Notes
Descriptive Notes

Methodological Notes
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Appendix G: IRB Approval
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Appendix H: Open Codes
Code 1: Professional development
Code 2: Content of the intervention
Code 3: What I like about TSG studies
Code 4: Insect and bug study
Code 5: Duration
Code 6: Frequency
Code 7: Procedural
Code 8: Lack of time
Code 9: Add more opportunities to do objectives
Code 10: Strategies are too advanced
Code 11: Time consuming
Code 12: Teacher specialist
Code 13: Educative
Code 14: Teaching experience
Code 15: TSG improvements
Code 16: Quality
Code 17: Choosing my own books
Code 18: Gaining objectives through a spreadsheet
Code 19: Use one teaching card
Code 20: Following spreadsheet
Code 21: Pedagogical
Code 22: School readiness activities
Code 23: Curriculum materials
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Code 24: Progress monitoring
Code 25: Use it for the next grade
Code 26: Adjustments to language
Code 27: Student engagement
Code 28: TSG follow-up
Code 29: Ongoing training
Code 30: Program differentiation
Code 31: Interventions
Code 32: Online training
Code 33: Challenges
Code 34: Assessing children’s learning
Code 35: Determining levels of proficiency
Code 36: Observations and checklist
Code 37: Planning for documentation
Code 38: Head Start training
Code 39: Anti-Teaching Strategies GOLD®
Code 40: No TSG short cuts
Code 41: Completed or not
Code 42: If I did it correctly
Code 43: Barriers with TSG documentation
Code 44: No enthusiasm for TSG
Code 45: Enthusiasm for teaching
Code 46: ESOL adaptations
Code 47: Social–emotional learning (SEL)
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Code 48: No data collection procedures
Code 49: Intensifying TSG task
Code 50: Email remainders
Code 51: Making TSG more condensed
Code 52: Reducing learning objectives
Code 53: No TSG barriers
Code 54: Love TSG curriculum
Code 55: Following children’s lead
Code 56: Use children as a resource
Code 57: Curriculum supporting documentation
Code 58: Checkpoints
Code 59: It’s easy
Code 60: Introductory course
Code 61: Learning objectives
Code 62: List of activities
Code 63: Levels on TSG
Code 64: Teaching cards
Code 65: Contacting school leaders
Code 66: Easy to level children
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Appendix I: Axial Coding

Theme 1: Facilitation Strategies

Professional development

Content of the intervention

Organizational support

Duration

Theme 2: Time Spent on TSG

TS GOLD®
barriers
Frequency

Theme 3: Teacher Enthusiasm

Love for TS GOLD®

Anti-Teaching
Strategies GOLD®

Excitement for TS GOLD®
curriculum
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Theme 4: Student Engagement

Learning activities

Teacher influence

Theme 5:Special Program Features

Making teaching easy

TSG gives you all the tips

Theme 6: Lesson Preparation

TSG resources

Procedural
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Theme 7: Assessment Tools

Levels on TS GOLD®

Documentation procedures

Checkpoints

Theme 8: Teacher Knowledge

Educative

Teachers’ experience

Theme 9: Facilitation of Learning and
Development

Levels on TS GOLD®

Pedagogical

Regard for student
perspective
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Theme 10: Green Light
Adaptations
Choosing my
own books

ESOL
adaptations

Instructional
grouping

Choosing
alternative

materials

Theme 11: Yellow Light Adaptation

Gaining objectives through
spreadsheets

Theme 12: Red Light Adaptation

One teaching card

Adjusting pace
for individual
children
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Theme 13: Student Interaction Style With
Intervention

Play-based learning

Theme 14: Future
Modification Strategies

Adjustments to
language

Condense
learning
objectives

Use TSG more
widely

Create referral
system
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Appendix J: Selective Coding

Adherence Factor

Theme 1: Facilitation
Strategies

Exposure Factor

Theme 2: Time Spent on
TSG

Quality Factor

Theme 3: Teacher
Enthusiasm
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Responsiveness Factor

Theme 4: Student
Engagement

Differentiation Factor

Theme 5: Special Program
Features

Structural–Procedural Factor

Theme 6: Lesson
Preparation

Theme 7: Assessment
Tools
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Structural–Educative Factor

Theme 8: Teacher
Knowledge

Instructional–Procedural Factor

Theme 9: Facilitation
of Learning and
Development

Theme 10: Green
Light Adaptation

Theme 11: Yellow
Light Adaptation

Instructional–Student Engagement Factor

Theme 13: Student
Interaction Style With
Intervention

Theme 12: Red
Light Adaptation

